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PREFACE 


As I have assumed the successive roles of school counselor in 
preparation, practicing school counselor, teacher of school counselors, 
and supervisor of school counselors, I have been constantly impressed 
with one idea. A great number of trained, prepared, accredited school 
counselors lack adequate concepts of what they hope to accomplish 
by counseling with students. In their noncounseling guidance respon- 
sibilities, the lack does not seem evident. The objectives here are often 
well thought out and stated in meaningful terms with which school 
counselors can feel comfortable. 

What many school counselors lack and need is a counseling 
frame of reference, one that is appropriate to the kinds of problems 
which they encounter, and consistent with the type of institution in 
Which they work. The primary objective of secondary schools is to 
educate young people, not to cure them. It is true that educators have 
reached the general conclusion that many young people cannot achieve 
educational objectives without assistance in solving personal problems. 
Many counselors have therefore been assigned the responsibility of 
helping these young people. Nevertheless, the primary counseling 
contributions of most school counselors are expected to be develop- 
mental rather than remedial or preventive. At the same time, the con- 
tribution of the school counselor must be different from that of the 
Classroom teacher. From this is derived the contention that the school 
Counselor, in order to offer effective counseling assistance, needs a 
Counseling frame of reference from which he can provide primarily 
developmental counseling help to young people in secondary schools. 

The objective of this book is to provide one such frame of refer- 
€nce and to discuss and illustrate its applications. I certainly do not 
mean to suggest that the frame of reference presented is the only one 
available or appropriate for school counselors. It is my hope that 
Whether the frame of reference itself is accepted or rejected, the 
process by which the reader-counselor arrives at a decision will in- 
Volve some constructive thought. The purpose of the book will be 


Served if the reader develops a counseling frame of reference which 
ix 
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he can accept and effectively employ in his own counseling with sec- 
ondary school students. 

Two assumptions are basic to the counseling frame of reference 
developed in the following pages. One is that the most important 
function and the greatest potential contribution of a school counselor 
is counseling per se. The other is that while noncounseling pm 
procedures make valuable contributions of their own, they should al 
facilitate counseling efforts. Thus, readers who subscribe to what seems 
to be a current trend towards viewing school counselors primarily 
as guidance consultants who spend the majority of their time helping 
teachers will undoubtedly find this frame of reference difficult to ac- 
cept. The position taken here is that while counselors do many things, 
all of which are not counseling, they do, in fact, spend more time 
counseling with students than in other guidance activities. 

There are several reasons for contending that counseling per se 
should be the main function of school counselors. First, the counseling 
session is perhaps the only situation in the school in which students 
can be accepted without evaluative regard for their aspirations, 
achievements, or overt social behavior. This is not to say that teachers 
are not warm and friendly towards students, but only to suggest that 
teaching and cocurricular activities must necessarily involve a com- 
munication of teachers’ evaluations of students. This is certainly de- 
sirable for many reasons, but each student should also have some p. 
portunity in school to be accepted as he is, without personal evaluation. 
Second, counselors have competencies not generally possessed by other 
faculty members for helping students learn to make effective personal 
decisions. The counseling session is the situation in which these 
competencies are most effectively employed. 

School people often note that "every teacher is a counselor" and 
that much counseling is done by teachers outside of the counseling 
office. Certainly it must be acknowledged that teachers and adminis- 
trators provide valuable noninstructional assistance to students. They 
offer advice, support, friendship, and reinforcement to students, and 
such assistance may be called counseling. The premise of this book, 
however, is that a distinction should be made between the friendship 
offered to students by teachers and administrators, and the systematic 
attempts of a counselor, employing certain competencies, to help stu- 
dents solve problems within a counseling interview. It is the latter 
kind of help which I choose to call counseling. 
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It may be well to state several tasks which have not been at- 
tempted in this book. There is no systematic attempt to review the 
general principles and concepts which are basic to almost all non- 
analytic theories of counseling, except as this is necessary to clarify 
the frame of reference discussed. These concepts are more than ade- 
quately covered by writers such as C. H. Patterson, Francis P. Robin- 
son, Carl Rogers, and Leona Tyler, to name only a few. Nor is there 
any attempt to discuss principles of school guidance, except in Chapter 
7, where relationships between noncounseling guidance procedures 
and the frame of reference are treated. The literature abounds in books 
on principles. Similarly, concepts and methods of noncounseling guid- 
ance procedures as such, for example, appraisals and placement, are 
not discussed. Again, many excellent books devoted to these functions 
are available. Finally, there is no attempt to review counseling re- 
search literature, or to present a bibliography of such literature. The 
authors mentioned above, and others, have done this admirably. The 
few suggested references at the ends of most chapters are included 
because they can be particularly valuable to school counselors. Each 
Of these references includes extensive bibliographies of theoretical, 
procedural, and research literature. 

Like most authors of textbooks, I am greatly indebted to many 
people. An attempt to list them all would only result in omitting 
many. I have leaned heavily on the writings of Wendell Johnson and 
E. Lakin Phillips. My associations as a student, friend, and colleague 
of Kenneth B. Hoyt at the State University of Iowa contributed im- 
mensely to my ideas on counseling in secondary schools. As is true of 
most counselors, my greatest source of enlightenment has been those 
with whom I have counseled. The assistance of Mrs. Anne Wolf dur- 
ing the initial stages of writing is gratefully acknowledged. 


JoHN W. LOUGHARY 
San Bernardino 
January, 1960 
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sponsibilities per se or noncounseling guidance duties. This book is 
concerned primarily with the first type of responsibility. Noncounseling 
guidance activities have been discussed in many excellent guidance text- 
books. The reader is invited to use the annotated bibliographies follow- 
ing several chapters of this book as initial guides to developing an un- 
derstanding of these noncounseling aspects of guidance. 

The purpose of this chapter is to help the reader understand the 
various kinds of counseling aids that the secondary school counselor 
should provide to students. The headings of the subsections are not in- 
tended to be a classification of adolescent adjustment problems. Such 
clinical categorizations are available and can make a real contribution 
to the counselor's understanding of students.’ The discussion that fol- 
lows consists instead of illustrations of circumstances or contexts in 
which students may be expected to manifest problems. The underlying 
contention is that to understand his function, the school counselor must 
appreciate the importance of these situations, which are particularly 
applicable to secondary school students. 


Aptitude and Achievement 


Ted was 20 years old and had been attending high school for 3 
years. His cumulative folder included two Otis IQ's, both under 90. The 
majority of his marks were D's, with F's in math and English, a C in 
shop and B's in physical education. He failed Grades 1 and 5. 

Ted was popular with his fellow students and had been an out- 
standing athlete. His age prevented him from participating in school 
athletics during his senior year. 

During his first three years in high school several teachers had 
referred Ted to counselors because of his failing work. Counselors 
found Ted pleasant, but not particularly interested in discussing his 
future school work or plans. 

During the middle of the first grading period of his senior year; 
Ted became very discouraged about his failing work in several classes 
and suggested to one teacher that he might not finish school. The 
teacher advised him to see the counselor. By this time Ted was very 


Y Francis P. Robinson, Principles and Procedures im Student Counseling, 
Harper, 1950, chap. 3. Professor Robinson's brief discussion of the bases foe 
categorizing counseling problems is valuable reading for the beginning school coun 
selor. 
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much concerned about his future and went to the counselor seeking 
help. 


Betty was in the first year of high school. She had entered from a 
local junior high, where her marks had been very low. On reviewing 
her cumulative folder, the high school counselor found three obtained 
IQ's, all over 145. The folder also contained letters from Betty's parents 
written over the years, showing concern over her low achievement and 
asking for advice. Teachers’ comments in the folder indicated that sev- 
eral had tried to encourage greater achievement from Betty but had 
failed. Betty's standardized achievement test scores in most areas were 
far above her grade-level placement. 


Bob was a junior at City High. He had been absent from school 
for several weeks and his parents had asked the counselor for an ap- 
pointment. They stated that Bob was so discouraged over his progres- 
sively declining grades that he would not go to school. 

The counselor reviewed Bob's cumulative folder and found sev- 
eral IQ's obtained over a ten-year period. All of these were around 
105. Bob's grades presented an interesting pattern. During elementary 
School he was a straight A student. His junior high grades were mostly 
A's with a few B's. During his first year in high school he received one A, 
three B's, and two C's. During his sophomore year he received one B, 
four C's, and one D. Teachers' comments throughout the years praised 
Bob's conscientious school work. Upon entering high school Bob com- 
pleted a questionnaire in which he indicated his three occupational 
choices as engineer, physician, and chemist. He had been taking a col- 
lege preparatory program. 


These three students had at least one thing in common. Each came 
to the attention of the counselor because of an aptitude problem, an 
achievement problem, or both. As the counselor worked with each of 
these students, it became more obvious that the aptitude-achievement 
Problem was only one aspect of each case. Ted, for example, had failed 
for years to do some honest thinking about his school performance 
and his vocational future; Betty, it developed, had a home life full of 
conflicts and tensions; and Bob had failed to adjust his aspirations in 
view of the evidence regarding his abilities. 
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Nevertheless, the high school counselor first becomes involved 
with many counselees from the perspective of an aptitude-achievement 
problem. While additional aspects of such problems are often identified 
and are the concerns of the school counselor, because of the context in 


which he works he ultimately must help such students solve their apti- 
tude-achievement problems. 


Peer Relations 


Barbara was referred to the counselor by her eighth-grade social 
studies teacher. Barbara was an excellent student and showed talent in 
many nonschool activities, such as piano and voice lessons. However, 
she was constantly involved in arguments with her classmates. She at- 
tempted to take part in school extracurricular activities, but immedi- 
ately met with hostile feelings from her peers. Teachers reported that 
they had difficulty getting other students to work with Barbara on class 
projects. When the situation got to the point where other students were 


becoming aggressively hostile towards Barbara, she was referred to the 
counselor. 


Jim was an above-average student with real leadership ability. He 
was quite sophisticated for his age and demonstrated mature judgment 
in influencing his peers. Consequently, teachers had encouraged his 
leadership activities. Jim had been successful in obtaining statewide 
positions in student government organizations. 

At the beginning of his senior year Jim was a candidate for student 
body president. He had only token opposition and the school staff 
looked forward to working with Jim as the elected leader of his peers. 
To their great surprise, the students elected Jim's opponent by a large 
majority. Jim's immediate discouragement was expected. However, he 
began to spend less time with his peers and within two months had 
withdrawn from all student activities and Spent no more time than reg- 
ular school hours with his former associates. Jim's friends and teachers 
became concerned and informed the counselor of the situation. 


Carol was a pleasant and capable girl. She was enrolled in the 
commerical program in high school and looked forward to working for 
several years after 


er graduation before marrying. The senior office prac- 
tice teacher was im 


à pressed by Carol's ability and hoped to place her in a 
good job upon graduation. In a short time, however, she became in- 
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creasingly concerned about Carol’s self-confidence. She noted that 
Carol vacillated between a healthy, realistic degree of confidence in 
herself and moods of self-degradation. The teacher could not under- 
stand the inconsistency in view of Carol’s high achievement, and she 
consequently consulted the school counselor. 

During the initial counseling interview Carol related embarrass- 
ment over her father’s laboring job, her parents’ limited education, and 
the generally low cultural standards of their home. What she could not 
understand, and what had become an increasing worry to her, was that 
some days she felt completely inferior to her fellow students and be- 
lieved that none of them thought very much of her, while on other days 
she had none of these feelings. 


. . The problems suggested in these brief case descriptions, like those 
in the previous context, are complex and involve many aspects other 
than those mentioned. However, they serve to illustrate another context 
in which the school counselor begins to work with students. One of the 
main functions of school is to help students learn to relate themselves 
to other people, Although school is certainly more than a “preparation 
for life” (it ¿s life), students by definition are immature and are devel- 
Oping the skills and knowledge necessary to adult living. The process is 
complex and frequently confusing. Ás a result, the school couhselor has 
numerous opportunities to help students who, for various reasons, find 
aspects of their development particularly difficult. 


Vocational Objectives 

Henry was a student of high ability and achievement. His parents 
Were both well educated and his father was a teacher. During the ninth 
grade Henry planned with the counselor his four-year high school pro- 
gram. He wanted a traditional college preparatory program, which the 
Counselor thought was appropriate. During subsequent contacts with 
Henry the counselor brought up the subject of vocational interest. 
Henry had a number of vocational interests, including law, dentistry, 
and physics. He believed his high school work would allow him to enter 
college programs in any of these fields and was anxious to take a liberal 
arts course for a year or two before deciding upon a career. Henry's 
on indicated to the counselor that they approved of their son's 

ans, 
At the beginning of his senior year Henry applied to several uni- 
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versities for admission. He also applied to various sources for financial 
aid. He was offered admission to a prominent out-of-state university 
and to a liberal arts college in his state. He was offered adequate finan- 
cial aid if he would enroll in the large university as a physics major. 
While the liberal arts college offered him financial aid without obliga- 
tion as to a major field of study, the amount of aid would have to be 
supplemented from other sources. Both schools wanted an immediate 
decision from Henry, and he came to the counselor for help. 


Harold was a boy of moderate ability with no interest in college. 
He had varied work experiences and decided that he wanted something 
other than outside work as a life's vocation. His parents insisted that 
Harold's high school education be practical and lead to something other 
than a blind-alley job. Harold agreed with them and asked the high 


School counselor what courses he should take in order to reach his voca- 
tional goal. 


Jane was a senior in high school. She had average intelligence and 
achieved at an expected level. She was physically unattractive and 
lacked personality characteristics that might have compensated for her 
physical appearance. She had few interests and 
ticed by her peers. 

In a scheduled interview with the school counselor for the purpose 
of post-high-school planning, Jane stated that her vocational interest 
was marriage and homemaking. She indicated a realistic appraisal of 
her current status, and felt that she had to make some changes if she 


were ever to realize her ambitions. She asked the counselor for help in 
formulating a vocational plan. 


was practically unno- 


Selecting an occupation, needless to say, 
It begins soon after birth, with the develop 


many people it goes on through later adulthood. The time an individual 
spends in high school is a crucial period in 


the 
sons. With the trend toward occupational vli E ipee 
in high school become more important. The situation is com li A b 
demands for post-high-school training of one sort or nien de ise 
creasing number of high school students must pursue a progra pues 
paring them for additional training which Program pre- 


: will, in turn, allow them to 
enter an occupation of their choice. Obviously the situation for many is 


is a very involved process. 
ment of attitudes, and for 


= 
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not clear-cut. Much post-high-school training is on-the-job training, 
and an individual stands a greater chance of being admitted to various 
on-the-job training programs if he has had certain kinds of secondary 
school Preparation. In other words, he looks better or worse to various 
employers depending upon his high school program. From this perspec- 
üve it should be evident that helping a student plan his high school pro- 
gram is nota simple, routine task. Because of the many and vital voca- 
tonal implications, it is an important counseling task demanding the 
best skills and knowledge of the counselor. 

. Nonclassroom activities also contribute to the individual's voca- 
tonal development. During the high school years the student is given 
8reater freedom and opportunity to experiment with interests and per- 
Sonal relations. The extent and kind of experiences he has will influence 
his further vocational development. 

. The three cases described above illustrate these points. The neces- 
smy for Henry to select a college faces him with a major choice point in 

IS career, If he chooses the prominent university he commits himself 
to Vocational objectives laregly determined by the immediate goal of 
Casing the financial burden of a college education. How important is 
this goal in the long run? What are the other criteria that should be 
Considered? To view Henry's case as a routine advising problem is an 
indication of poor insight. The counselor assumes a serious responsibil- 
ity when he agrees to help Henry. 

Harold illustrates a kind of vocational choice problem frequently 
€ncountered by high school counselors. Counseling with Harold led to 
Considerations other than those stated before Harold was able to come 
to grips with the stated vocational problem. Harold's stage of vocational 
thinking is typical of a great many high school students. Too often these 
youngsters receive only superficial counseling (usually advice). Inter- 
Preting some test data and suggesting pertinent occupational literature 
13 inadequate. The Harolds in the country do not want to attend college 
ànd only infrequently make a major contribution to society. But as a 
Broup they represent the majority of us. If they are to be a stable and 
Strong majority, it is important that as they make plans for entering the 
Vocational arena, they understand themselves and the complex world of 
Work. 

More often than not, the sort of problem illustrated by Jane never 
Comes into the clear focus of counselors or other school personnel. The 
Janes are around and many of them finish high school almost unnoticed. 
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They are not dated and in general are excluded from the very kinds of 
school activities which could make significant contributions towards 
their vocational development. Great strides have been made towards 
making adequate curricular provisions in recognition of the idea that 
housewife is in every sense of the word an occupation. This is good. 
Nevertheless, an equally important part of the occupation of housewife 
involves the personal relations so important to family stability and hap- 
piness. Many things which contribute to healthy personal relations can 
be taught. On the other hand, personal relations are also attitudes 
based on experience, and although many high school girls and boys 
have opportunities to gain such experience, many do not. More impor- 
tant, those who do not are often the very people who most need such 
experience. The counselor, then, can help by making opportunities for 
important experiences available, and can supplement these by helping 


the Janes to understand and accept the circumstances which limit their 
Opportunities, 


Other Contexts 


The three general areas illustrated above represent three contexts 
within which high school counselors most frequently have initial 
contacts with a student. Case descriptions from less frequent contexts 
are given below. The first illustrates the student with a disability; the 
second, the student having difficulty orienting himself to a new school; 
and the third, the student whose problem is not actually related to a 
School situation but who comes to the counselor for help. 


Tim was a senior in high school. When he was 9 years old an ac- 
cident resulted in amputation of his right arm. He was the youngest of 
seven siblings, and had lived with his tenant-farmer parents until he 
finished the eighth grade, and then moved to town and lived with an 
older brother. The brother provided little supervision, but did keep 
Tim in school. When the brother married, Tim's sister, Mrs. Brown, 
and her husband agreed that Tim could live with them while he com- 


pleted his last year of high school. Tim moved several hundred miles 
to live with the Browns. 


Tim was pleasant and easy to get along with. He was appreciative 


of the help Mr. Brown was giving him, and assumed responsibility 
for chores around the home. Tim had little interest, however, in plan- 
ning for the future, He stated during his first session with the counselor 
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that he really did not know what he wanted to do. He blamed no one 
for his disability and did not give any indication of feeling sorry for 
himself. Although he seemed to accept his disability, there was evidence 
to suggest that he had not thought about its implications. It was not that 
he had repressed his problems, but rather that he had never been 
strongly motivated to think about vocational plans, and thus had not 
seen his disability from a vocational perspective. 


Norma transferred from a small high school in a southern state 
to a medium-size midwestern high school at the beginning of her 
senior year. She was a straight A student and had been taking all 
college preparatory courses. Her father and older sister were both in 
medicine and Norma had aspirations to become a physician. 

The midwestern school had a college preparatory orientation and 
about 80 percent of its graduates enrolled in college. Norma was par- 
ticularly pleased with the prospect of attending the new school. Dur- 
Ing the first week of the semester her counselor scheduled an orientation 
interview with Norma. He found her very quiet, but alert and opti- 
mistic. At mid-semester the counselor reviewed the marks of all new 
Students in school and discovered that Norma was receiving C's in most 
Of her courses, 

A second interview was scheduled with Norma, The counselor 
found a very worried and confused girl. Norma stated that the amount 
9f work and standards of achievement were much more demanding 
than in her former school. She was working late every evening and 
during week ends to complete her assigaments. She was particularly 
discouraged over the relative ease with which other students met 
scholastic requirements. In attempting to analyze her difficulties she 
indicated that during the past three years she had done little writing, 
her science and mathematics courses had been almost entirely a matter 
of memorization, and she had no background in social studies. Thus, 
1n addition to not being able to keep up, she was having doubts about 
her own adequacy. Partly because of the pressure of course assign- 
Ments, she had made no social contacts with her classmates. 

In reviewing her cumulative folder the counselor found that 

Orma had scores on a standardized achievement test comparable to 
Scores of the better students in the new school. He also found informa- 
tion from her former school indicating that while she was quiet, she 
had been popular and had played significant roles in student activities. 
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Tom was a junior in high school and had talked with his counselor 
several times about education plans. Shortly after school started in the 
fall, Tom saw the counselor in the hallway and asked for an appoint- 
ment. When he arrived for the appointment he was vague about his 
purpose. Eventually he related a story about seeing his father with 
another woman on several occasions during the past summer. Tom 
had discovered that his father had been seeing a lot of the woman, and 
that she had accompanied him on out-of-town business trips. He was 
also sure that his mother knew nothing of the situation. 

Tom was confused and wanted help. He was angry and hurt by 
his father's actions and was embarrassed and worried for his mother. 
He had considered talking with both his mother and father about the 
situation, but could not convince himself that such action would be 


wise, even if he could carry it through. He was taking the counselor 
into his confidence and wanted help. 


Admittedly, problems in such contexts as these are encountered 
less frequently by the high school counselor. Nevertheless, by the very 
nature of the relationship which he establishes with students, he can 
expect them to come for help with problems such as these. Failure to 
respond in a helpful way is inexcusable in terms of both the counselor's 
responsibility and the respect he must have from students if he is to 
accomplish his purposes. 

A final context should be mentioned, although it is not parallel 
to those already discussed. As a counselor gains the respect of a group 
of students he will probably receive an increasing number of general 
self-referrals, The term general is important. Although a number of 
students come to counselors voluntarily to discuss a particular problem, 
many come only for a general talk. Just as the physician has patients 
who come in "just to be safe,” the school counselor has students who 
come in just to talk things over. Some of these students have serious 
conflicts and decisions facing them, but many do not. In the former 
group the counselor will meet students who are searching for values, 
experiencing conflict over religious beliefs and affiliations, questioning 
the standards of their peer group, or facing a similarly important choice. 

Among the latter Broup of students are those who simply want 
and need to relate to an accepting adult. They have no serious problem, 
but perhaps as a result of a counseling experience they gain in greater 
clarity of thought and insight about themselves. There are also a few 
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students in this group who can develop into “professional counselees.” 
Their stated problems are superficial and they show little interest in 
actually solving their problems. However, their persistent attempt to 
gain the counselor's attention is in itself an indication of need for help 
of some kind. 


A MORE STRUCTURED VIEW 


_ Thus far in this chapter we have attempted to describe the coun- 
seling responsibilities of the secondary school counselor in terms of 
Selected case examples. The discussion should benefit from a somewhat 
more structured examination of the several contexts within which the 
School counselor meets the problems of students. What follows is not 
Meant to be a prescription for organizing counseling responsibilities. 
It is simply an attempt to outline their general scope. 

. The secondary school counselor differs from counselors in other 
Situations in that he himself takes responsibility for initiating a large 
Proportion of his interviews. The exact proportion depends on his point 
of view, his particular school population, and the kind of relationship 
at he has been able to establish with students and teachers in general. 
It is the rare counselor, however, who can fulfill the program outlined 
below without initiating many interviews himself. 

Most counselors will meet the majority of their students for the 
tst time in brief orientation interviews. Probably little actual coun- 
seling takes place in these interviews, but they are nevertheless impor- 
tant as preparation for the counseling contacts that the counselor will 
have with students during their secondary school careers. The inter- 
Views are brief, usually no longer than 15 minutes, and generally serve 
to (1) let the student know that someone is available for counseling 
and interested in him as an individual, (2) indicate the purposes of 
Counseling to the student, (3) uncover immediate orientation prob- 
lems, and (4) provide the counselor with a few minutes in which 
to become acquainted with the student and vice versa. 
The first actual counseling interview that a student experiences is 
Probably for the purpose of planning a long-term program of studies. 
ucational counseling, as it is commonly labeled, should involve 
More than the selection of courses. In these interviews the counselor 
May find it necessary to help the student achieve better self-under- 


Stand; E 
anding and self-acceptance before adequate course planning can be 
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accomplished. Consequently, during educational counseling sessions, 
personal, family, and vocational problems are frequently discovered. 

Insofar as scheduled interviews are concerned, the third context 
in which the counselor will see students is in post-high-school plan- 
ning interviews. Typically, these are held with each student at the be- 
ginning of his senior year. This practice indicates a poorly organized 
counseling program. There is a great deal more sense in beginning 
posthigh-school planning during educational planning interviews. 
"That is, if each year the counselor provides each counselee with an op- 
portunity to review his educational plans, a natural consideration of the 
review should be postgraduation plans. When this procedure is em- 
ployed, students can do continuous evaluative planning in terms of 
vocational as well as educational objectives. 

In addition to working in these contexts, the counselor as a matter 
of course will hold scheduled interviews with failing and underachiev- 
ing students, and with students identified through the appraisal pro- 
gram as needing help of various kinds. The counselor who has devel- 
oped good relationships with other professional school personnel will 
have students representing a variety of problems referred to him by 
teachers, medical personnel, administrators, and attendance personnel. 
In addition, up to the limits of his "public relations," the counselor 
will receive referrals from parents and from nonschool professional 
personnel, such as judges, social workers, and police. Finally, the coun- 
selor will see students within the context of general self-referrals. 


SUMMARY 


In this chapter we have provided a brief look at the scope of con- 
texts within which the secondary school counselor encounters students 
with problems; we have also impressed upon the reader that counseling 
with secondary school students should be more than advising. Although 
the majority of problems encountered by counselors working with 
adolescents may be rightfully described as typical (in the statistical 
sense), their typicality does not lessen their importance. They have 
serious and far-reaching implications. Students will achieve some de- 
gree of solution to their problems without the help of counseling. The 


purpose of secondary school counseling is to help adolescents learn to 
solve those problems better. 


CHAPTER 2 


A Frame of Reference for Secondary 
School Counselors 


[LL ———————————— ——] 


_ The purposes of this chapter are threefold. The first is to point up 

the Importance and unique status of decision making for adolescents. 
€ second is to develop the idea that most problems of adolescents 
can be reduced to decision-making problems. The final purpose is to 
Present a counseling frame of reference for viewing the decision- 


making problems of adolescents. 


MAKING DECISIONS DURING ADOLESCENCE 


dite The observation that it is typical for adolescents (and pone of 
hna ges, as a matter of fact) to have psychological problems has been 
eig Previously. Another way of stating this is that at various times 
sül yone experiences some degree of psychological discomfort as a re- 
Sut of behavior which does not confirm various self-estimates. Life is 
Just not so simple. In order to avoid psychological discomfort, one 
dn always have to be in a position to make perfectly adequate de- 
a ns about each situation in which he found himself. This, of course, 
Seldom if ever the case. An individual is never in a situation identical 
— à past situation. Circumstances may be, and quite often are, similar 
eae sets of circumstances; but each new situation 1s approached 
Some degree of ignorance. Consequently, each new decision is 

ae ed Some extent on inadequate information (experience), or un- 
of eie are at least three indications that the uncertainty element 
Š Sion making is especially important during adolescence. In the 
Place, the adolescent is suddenly faced with the responsibility for 
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making many of his own decisions. He is asked, for example, to indi- 
cate 2 vocational interest, and is expected to assume responsibility for 
selecting his school courses. He must decide how to divide his lim- 
ited time among many activities; he must make decisions regarding 
immediate versus future rewards, and many other matters. The mere 
fact that he is expected to make important decisions and be responsible 
for entailed behavior represents a major change in the life of the be- 
ginning adolescent. f : i 

In the second place, although he has been making minor decisions 
for some time, these have been limited for the most part to the rela- 
tively narrow range of his immediate needs. As the individual enters 
adolescence, the range in which he is expected to make decisions is 
greatly enlarged. The consequences of decisions are not as easy to e 
as they previously were. He finds that many of the needs about whic 
he must make decisions are not complementary, but often in direct 
though subtle conflict with one another. Thus, not only are there more 
decisions to make, but they are decisions of a much more complex nature 
than he has previously encountered. 

Third, the adolescent, faced with this increase in the number 
and complexity of his decisions, lacks decision-making experience. 
Making appropriate decisions is not an easy task. The ability to make 
decisions wisely is based on experience, and on skill in getting maxi- 
mum feedback from experience and adjusting subsequent decisions 
accordingly. 


Decision-making during adolescence has broad significance. The 
decision may have significance for the adolescent's immediate behavior. 
For example, the high school freshman deciding to pursue a college 
preparatory program when he lacks the necessary scholastic aptitude t0 
do will suffer some immediate consequences. Among these might be 
Worry and unhappiness over his probable low achievement, fcelings 
which could in turn prevent him from taking advantage of immediate 
learning opportunities appropriate to his abilities. 

Often closely related are the decisions made during adolescence 
which have real significance for adult life. The high school girl, for 
example, who is bright and likes school, but who decides to get married 
rather than finish school, makes a decision which has far-reaching 
effects, A more common illustration is that of the capable high school 
student who decides in favor of an easy high school program as op- 


posed to more rigorous academic courses. If it is recognized that after 
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high school graduation he may choose to attend college, his decision is 
seen to have many implications. 

Finally, decision-making experience in itself is significant. The 
extent to which adults can make appropriate decisions is a major de- 
terminant of the satisfaction they achieve from living. The adult who 
fails to develop decision-making competencies during adolescence will 
be handicapped in dealing with the complexities of adulthood. Those 
who do develop these decision-making competencies during adoles- 
cence will have a firm basis for continued development during their 
adult years, u 


THE DECISION-MAKING CONSTRUCT 


The concept to be developed in this section is that the problems 
of secondary school students which the counselor encounters can 1n 
large part be reduced to decision-making problems. The contention 
that student problems are not so simple, though granted, is irrelevant 
to this discussion. To say that most problems can be reduced to decision- 
making problems is only to suggest that there is a level of abstraction 
at which each problem is similar. At the operational level, each prob- 
€m is unique. In abstracting we provide a construct which will give 
Some order to the otherwise infinite number of specific problems. Such 
Orderliness at an abstract level should enable the counselor to under- 
Stand better what kinds of help counselees need. Given this general 
Understanding, the counselor should be in a better position to derive 
methods for helping individual counselees. i 
Perhaps the best means of clarifying the decision-making con- 
Struct is an illustration. Take, for example, the problem of Barbara, as 
Stated in Chapter 1: Barbara was referred to the counselor by her 
Clghth-grade social studies teacher. Barbara was an excellent student, 
and showed talent in many nonschool activities, such as piano and voice 
“ssons. However, she was constantly involved in arguments with her 
Classmates, She attempted to take part in school extracurricular activ- 
tes, but immediately met with hostile feelings from her peers. Teach- 
“tS reported that they had difficulty getting other students to work with 
arbara on class projects. When the situation got to the point where 
Other students were becoming aggressively hostile towards Barbara, 
She was referred to the counselor. 
As the counselor worked with Barbara her problems became 
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better defined and the various aspects could be differentiated. First 
of all, Barbara felt that she was the brightest student in her grade and 
expected her classmates to accord her the role of intellectual leader. 
Her self-estimate Was not realistic in terms of several criteria that were 
available. Although she was a bright girl, several of her classmates 
were superior in terms of measured scholastic aptitude. The outcome 
of these circumstances was Barbara's resentment of the lack of the 
status which her self-estimate justified. 

A second aspect of her problem centered around her musical 
talents. Having had successful experiences outside of school in musical 
activities, she expected to meet with similar success at school, but her 
classmates were not willing to grant her automatic status, They ex- 
pected her to earn whatever status her talents would allow. Barbara 
failed to appreciate the social aspects of the situation and thus misun- 
derstood and resented the reactions of her fellow students. 

A third aspect of Barbara's problem stemmed from differences 
between the social structure of her home life and her school life. Her 
father and mother were separated; the older siblings lived with the 
father, and Barbara lived with her mother. Barbara's mother was 4 
competent and active woman. Her many interests, however, forced 
responsibilities on Barbara which were atypical for her age. She was 
left to care for herself much of the time, and often she had only her 
own wishes to consider. Within relatively broad limits, Barbara was 
her own master. The majority of her classmates, however, had more 
definite and restrictive limits set by their parents. In addition, their 
home lives involved cooperative family planning and consideration for 
the desires and activities of other family members, Thus the attitudes 
towards cooperation held by the majority of students were at consider- 
able odds with those held by Barbara, and her dictatorial and autono- 
mous behavior was resented by most of her peers. 

Now, can this problem, complicated by several aspects, be reduced 
to a decision-making problem? First, consider the needs involved in 
each aspect of the problem: 


Problem Aspect Needs 
A. Inappropriate  self-estimate of 1. Information about Scholastic abili- 
scholastic ability. ties. 
2- Information about other qualities 
important to leadership, 


LS 


de 
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Problem Aspect Needs 
3. Understanding of adolescent sub- 


culture mores. 

4. Insight regarding effects of behav- 
ior resulting from inappropriate 
self-estimate. 


B. Re in " 
cognition of musical talents. 1. Understanding of different values 
given to these talents by various 


people. 
2. Understanding of the nonmusical 
aspects of school music activities. 
3. Insight regarding the reactions of 
students to her attempt to transfer 
status from one context to another. 


G 
PUR n desires of others versus 1. Realization of her relative freedom 
or one's own desires. from parental authority. 

2. Appreciation of the effects of non- 
democratic behavior in a demo- 
cratically oriented peer group. 

3. Understanding of the way in which 
her specific behavior is perceived 


by her peers. 

4. Understanding of the needs that 
she is attempting to satisfy by her 
dictatorial behavior. 


q à presentation of Barbara’s case is admittedly general and 
allow > i ed. However, enough of the pertinent data are given to 
can de ni lustration of the decision-making construct. The counselor 
Avior oo things to help Barbara achieve more appropriate be- 
ok at is, he can help her achieve the needs that have been listed. 
ios Bs various kinds of appraisal data can help correct the self- 
ES "n Provision and discussion of information on adolescent mores 
En elp Barbara to define the subculture in which she lives. Effective 
nseling can provide a means of achieving insight on the reactions of 
Peers to her behavior. 


th Although all of these things are appropriate counseling functions, 
SY are only preliminary to an actual solution of the problem. These 


"nctions, taken separately or collectively, do not solve the problem. 
A the final analysis, the solution can be achieved only through deci- 
Sions made by Barbara. Her decisions will presumably be more ap- 


o 
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propriate when made after counseling has helped Barbara satisfy the 
needs listed; but it is the decisions, not the satisfaction of the prerequi- 
site needs, that represent the sine qua non of solving personal problems. 

The following list of alternative decisions is limited and repre- 
sents only some of the decisions that Barbara could make. However, 
they serve as illustrations. 


Problem Aspect Possible Decisions ba 
A. Inappropriate self-estimate of 1. To work towards being a mem 
scholastic ability. of the high achievement group. 


2. To withdraw from attempts tO 
work with other students. 

3. To continue present attempts 10 
lead high achievement group. | 

4. To use different method to achieve 
leadership status in high achieve 
ment group. 


B. Recognition of musical talents. 1. Not to participate in school music 
activities. : cts 
2. To accept the nonmusical aspe 
of school music activities and pat 
ticipate on that basis. m 
3. To continue participating on ! 
same level. " 
4. To work towards changing the P2 
ture of school music activities. 
C. Regard for desires of others versus 1 


E ic- 
- To continue autonomous and di 
regard for one's own desires. 


tatorial behavior. G 

2. To self-impose parental limit 
peers. 

3. To restrict autonomy and accept 
group decisions. 

4. To withdraw from any attempts t° 
work with peers. 


s of 


The decision-making construct helps the counselor and the coun- 
selee to estimate the potential decisions that the counselee can make- 
By attempting to see the various aspects of student problems as coun- 
seling progresses, they both can list (mentally at least) various deci- 
sions for each aspect. Having begun to do this, they have some realis- 
tic bases for giving structure to a particular counseling case. This is not 
to suggest that the counselor should then become completely directive 
in his efforts to help the student. This would obviously result in his 
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taking the responsibility for problem solving away from the counselee. 
On the other hand, the employment of the decision-making construct 
offers the counselor suggestions as to what kinds of help he should be 
providing. For example, does the counselee need information in order 
to make his decision, and if so, what kinds? Does he need help in ac- 
Cepting certain of his characteristics before making a decision? Does he 
need help in gaining self-confidence before he can make decisions? 
e student’s thinking is aided in a similar manner. 
f k should be recognized that the counselee does not make these 
Scisions at a given point in time. Most decisions involve a process. Á 
iven decision is related to past decisions and will be related to further 
decisions, As stressed earlier, the decision-making construct is by defini- 
tion an abstraction. It will not serve to make counseling with secondary 
School students mechanical. It does not provide the counselor with a 
m for providing answers to student problems. It is, ina sense, a tool 
the counselor can use to give some order to the problems of 
Students, 

The exact way in which the tool is used will depend as much on 
the skills ang idiosyncrasies of a particular counselor as it will on the 
Problems and personality of a particular student. For instance, a given 
COunselor working with a given student might, as counseling pro- 
Btesses, talk with the student in terms of the decision-making construct. 

different counselor, or the same one, working with another student, 
Might never talk in terms of decision making, even though he em- 
Ployed the construct in thinking about the student's problem. It is up 
to the individual counselor to decide how he will use the construct, if 
indeed he finds it helpful and chooses to use it at all. 


A FRAME OF REFERENCE 


: In the preceding section the contention was made that counseling 
With high school students can become more definitive when their prob- 
lems are viewed from the decision-making construct. In this section we 
Shall attempt to provide an operational frame of reference for high 
School counseling. Like that of the more general construct discussed 
above, the purpose of an operational frame of reference is not to make 
Counseling mechanical, but simply to provide a means for giving addi- 
tional order to counseling so that the counselor can achieve greater 


effectiveness. 
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In general, high school counselors appear to lack a meaningful 
frame of reference from which to counsel with students. What perspec- 
tive they have tends to be based on a vaguely understood WA Arme d 
tion of Rogerian techniques, depth theory, and advice giving. The ab- 
sence of a frame of reference can be accounted for in several ways: 
First, many high school counselors have arrived at their jobs with Fn 
if any, specific counseling preparation. These people typically d 
spent a number of years as classroom teachers. Quite often, iecit d 
their success in teaching, administrators have rewarded them wit 
counselorships. Thus, although many of these persons have a tremen- 
dous backlog of experiences with adolescents and their problems, they 
are frequently naive about effective ways of helping students solve 
their problems, they lack the necessary environmental information 
used in counseling, and, more important, they bring to counseling the 
job expectations of teaching, which often conflict with those of coun, 
seling. Fortunately, school officials have recognized some of the differ- 
ences between counseling and classroom teaching and are making 
accordant provisions in state certification requirements (although most 
of these are far from perfect). " 

Second, training programs for secondary school counselors typ! 
cally emphasize the noncounseling aspects of guidance to the neglect © 
counseling itself. Third, it is usually difficult to establish a realistic 
supervised practicum situation in a training program, and thus second- 
ary school counselors-in-training fail to obtain adequate supervise 
practice. Fourth, when the training program does include courses 1f! 


Personality theory and related areas, these are usually limited to survey 
type courses, 


For all these reasons, when 
reer in the secondary school he is least 
seling responsibilities of his job. Quite naturally, 
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advice, There are, of course, many high school counselors whose prep- 
aration and counseling do not fit this description, but such persons 
certainly do not make up a majority. 

The need for a counseling frame of reference is specifically evi- 
dent when we consider a particular characteristic of secondary school 
Counseling, namely, that the high school counselor has relatively lim- 
ited contacts with his counselees. If, for example, a counselor is respon- 
sible for four hundred students, he will have only several contacts with 
each student during the three or four years of school. If he is to help 
Students, he must be able to do so in a limited amount of time. High 
pou counseling, for the most part, is necessarily short-term counsel- 

8- ‘ 

Most counseling theories are not suitable for use in high school 
Counseling because of the relatively long-term counseling they imply. 
Depth therapy can go on for several years, and by definition could 
Dot be limited to only one or two interviews. Rogerian theory and prac- 
fice, though not requiring as much time, still involves a prohibitive 
amount for general use by high school counselors. What is needed is a 
frame of reference from which one can counsel effectively, on a short- 
term basis, with high school students having typical problems. 

Other writers concerned with broader aspects of counseling and 
Psy chotherapy have recently raised questions about the validity of 
depth therapy and long-term nondepth therapy. They have also sug- 
8ested that the constructs of depth-oriented psychotherapies are un- 
necessarily complex, and propose that it is possible to counsel effec- 
tively from a much more economical and scientifically testable set of 
Constructs. This “new view” of counseling permits and even en- 
Courages short-term counseling. 

. The clearest and most complete statement of this view of counsel- 
Ing, is probably that of E. Lakin Phillips. In his book, Psychotherapy, 

Modern Theory and Practice, Dr. Phillips develops what he refers 
to as interference theory, and provides numerous illustrations of its 
applicability. In Phillips’ own words: 


In the interference theory, behavioral possibilities are seen as being se- 
lected by the perceiving-acting person (not by his unconscious mind) to meet 
he situations that confront him. Instead of behavior being a function of what 
es in the mind's "depths" it is regarded as a function of what the person sees 
as the possible effectiveness of the kinds of behavior within choice range. These 
Ate matters of the organism’s perception—an on-going, living, choosing proc- 


ie, 
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€ss—not a matter of relatively static, deep-rooted layers ( processes or entities) 
in an unconscious mind. 


If one is going to change a person's behavior, he has to interfere with 
what the person is doing, with his assumption-system, with his assertions, OF 


with their degree. The clinician teaches the patient to bet less, or to bet on 
different probabilities.? 


In the interference theory we can see our way to conducting psychotherapy 
on a more practical basis; we do not set up mind-structure so formidable that 
it has to be beaten down or broken into a defenseless position, or plumbed to 
its depth. We can change probabilities of behaving by rather modest, practical, 
and surprisingly economical and efficient means. We can apply psychotherapy 
to far more people, under less austere and expensive conditions, and we can 


relate psychotherapy to the host of knowledge we have from other areas O 
science.? 


The last quotation from Phillips suggests that his concern is much 
broader than the relatively limited interest of this book. Thus, the 
discussion that follows deals with those ideas which seem to have par 
ticular applicability for secondary school counseling. The theoretical 
considerations and side issues of interference theory are excluded, not 
because they are unimportant. They are important, and many readers 
will want to refer to Phillips' book. The purpose here, that of providing 
a frame of reference for school counselors, can be accomplished with- 
out an explicit examination of the technical aspects of interference 
theory. 

The basic tenet of interference theory is that because behavior iS 
on-going it can best be understood in terms of an individual's current 
status. To examine past behavior in order to understand current be 
havior is held to be unnecessary, and possibly misleading. An individual 
behaves in certain ways because of his current needs, goals, and beliefs. 
To help the counselee achieve more adequate behavior, counseling 
should first be concerned with helping him define, understand, and 
accept his current status. To help understand on-going behavior, inter- 
ference theory provides a frame of reference in terms of four ideas. 


The first is that people behave as they do because of various atti- 
tudes, assumptions, and beliefs they have about themselves. From 
these assertions an individual makes decisions about the feasibility of 

1E. Lakin Phillips, “Introduction,” 
Practice, Prentice-Hall, 1956, p- xi. 

? 1bid., p. xvi. 

8 Ibid., p. xvi. 


in Psychotherapy, A Modern Theory and 
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various kinds of behavior. The adequacy of his behavior is largely a 

function of the validity of his assertions. 

The second idea is that as an individual initiates behavior he ob- 
Serves its effects, This feedback to the individual can (to various de- 
Brees, obviously) either confirm or disconfirm his assertions. 

The third idea is that when assertions are disconfirmed, tensions 
result which inhibit the reappraisal of assertions. 

Fourth, because of the inflexibility and rigidity resulting from 
tensions, the individual strives harder to confirm initial assertions. Such 
behavior is described as redundancy. . 

What happens with the troubled individual, then, is that he in- 
Volves himself in circular efforts to solve his problems. The greater his 
assertive efforts, the more disconfirmation and tension, and thus the 
More redundant behavior. 

On additional aspect of interference theory is useful in developing 
a frame of reference for secondary school counselors, namely, conflict. 

O refer again to the decision-making construct, One of the major ob- 

Stacles in making a decision even when uncertainty is reduced to its 

minimum is the conflict between positive and negative features ofa 

decision, Typically, decisions are complex, and more often than not an 
individual perceives both favorable and unfavorable aspects inherent 

In each of the several possible alternatives. Thus, even when the facts 

are known, ambiguity about one's values (also assertions) can result 

in tension-producing conflict which inhibits effective decision making. 

The frame of reference for secondary school counseling can now 
be Outlined as follows: 

L Decision-making construct: The psychological problems of adoles- 

cents can be seen as decision-making problems. 

2. Conflict: These decision-making problems almost always involve 
Some conflict, either because of factual or emotional ambiguities 
Or both. 

3. Assertions: Behavior is a result of the assumptions, beliefs, and 
attitudes that one has about himself, others, and the world in which 
he lives. 

4. Disconfirmations: The effects of behavior following decisions are 
fed back to the individual perceived, and they confirm or disconfirm 
assertion to varying degrees. 

5. Tension: When assertions are disconfirmed, tensions result. 
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6. Redundancy: Tensions inhibit the ability of an individual to re- 
examine his assertions and to attempt to confirm them, and thus 
they cause redundant behavior. 


It may be helpful now to view the frame of reference as applied 
to the case of Barbara, the student referred to earlier. The illustration 
of the decision-making construct need not be repeated. The remaining 
five aspects of the frame of reference can be illustrated as follows: 


Assertions: Barbara's expectations of leadership positions and status 
were high. She believed herself to be capable and worthy of these, 
and she could accept nothing less, 

Disconfirmations: Her peers, however, were unwilling to grant P 
automatic leadership and status. She perceived their resentment © 
her attempts to confirm her assertions, and their rejection of her as 4 
person. 

Tension: The barrage of resentment and lack of peer acceptance met 
by Barbara served to create tensions manifested in irritability. 
Redundancy: The constant rebuffs from peers and the resulting ten- 

sion made Barbara’s behavior less flexible, and her persistent 10- 


effective efforts to gain leadership and status became redundant at- 
tempts to confirm assertions, 


The conflicts which developed, and which Barbara was increas- 
ingly able to define as counseling progressed, were centered in com- 
promising her beliefs about her abilities with her desire for peer ac 
ceptance. Gaining peer acceptance seemed to require inhibition of her 
attempts to confirm assertions. Maintaining her assertions, on the 
other hand, seemed to entail continued rejection by peers and thus 
unhappiness. 


SUMMARY 


In this chapter we have suggested that Secondary school counsel- 
ing needs a meaninpful, realistic, practical frame of reference consist- 
ent with the short-term nature of school counseling, Accordingly, a 
nondepth frame of reference, taken in part from E. Lakin Phillips’ 
interference theory, has been suggested and discussed. The frame of 
reference will be referred to throughout the remainder of the book. 
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CHAPTER 3 


Some Aspects of Communication 


M 


Counselors need to remind themselves continually that counseling 
is above all else a specialized kind of communication. Thus, a coun- 
selor’s effectiveness is in large part a function of his communication 
skills. This is not to say that he should necessarily possess a glib tongue; 
have a high verbal output, be persuasive, or show many of the 
other characteristics commonly associated with effective communica- 
tion. Such attributes are certainly desirable, and may add to one’s coun- 
seling effectiveness, but they are only of secondary importance. The 
kinds of communication skills that are basic to counseling place the 
greatest emphasis on listening. The idea that it is probably more diffi- 
cult to become an effective listener than an effective talker is not a new 
one. It is particularly valid as applied to communication within the 
counseling interview. Thus, in preparation for the three chapters im- 
mediately following this one, which are devoted to various procedures 
of counseling, it will be helpful to discuss several aspects of communi- 
cation that are basic to specific counselin & procedures. These are taken 
up in this chapter in the following order: General Semantics and Com- 
munication, General Semantics and Adjustment, Nonverbal Com- 
munication, and Feedback in Counseling. 

Volumes have been devoted to e 
reader is referred to these for more a 
discussions which follow are intended simply to point up the impot- 


tance of cach topic to counseling, and if possible, to motivate the stu- 
dent to pursue their study in greater detail. 


ach of these topics, and the 
dequate treatments. The brief 


GENERAL SEMANTICS AND COMMUNICATION 


The basic work in general semantics is Scjen 
Alfred Korzybski. Several writers have applied an 
26 


ce and Sanity by 
d expanded Kor- 
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Zybski's notions within the context of several particular applications. 
Certainly one of the most effective of these has been Wendell Johnson 
at the State University of Iowa. He has published several volumes 
dealing with general semantics. People in Quandaries was the first, and, 
for Our purposes, the most relevant. The concepts touched on here are 
glven thorough consideration in that volume. 

: What is general semantics? Perhaps the most effective answer to 
thi question begins with an illustration rather than a definition. Con- 
sider the following autobiographical statement of an individual about 
25 years old. 


Asthma, when [I was} a small child, caused the family to move from our 
Oakland home to Los Angeles, where there were no further complications. 
here have been no other serious illnesses or disorders. Physical development 
as been normal, if a bit precocious. 
the ¿Atos been in attendance in an Oakland kindergarten for four months, 
amily's move to Los Angeles was an upsetting occurrence to me as a child 
Of four for our new community had no kindergarten facilities. My mother ap- 
Pealed to the principal, and 1 was allowed to enter first grade, though only four 
Years, six months old. Somewhere along the way, in fourth grade, I believe, I 
neglected to grasp basic principles of mathematics, and have suffered from this 
andicap since, Only recently, under the patient tutoring of a “quantitatively- 
minded” husband have some of the veiled mysteries surrounding a number of 
Mathematical concepts been swept away. I feel I memorize easily and have an 
adequate retention period. My graduate work in education and psychology have 
Proven the most stimulating of any studies undertaken before, and I am most 
ager to become more closely associated with the field of guidance. . 
exer I feel that I am relatively a stable person, with few periods of either 
m eme depression or elation. I attempt to at least recognize adjustment 
Ind anisms within my behavior, and am satisfactorily able to resolve problems 
<pendently with a minimum of anxiety. . 
lings The demands of the doctoral curriculum in which my husband is engaged 
Mit the social activities in which we can take part. We enjoy entertaining 1n 
Our home, and although our eight months in the area has not developed a 
8reat number of intimates, we have a roster of interesting friends, whom we 
3€6, I am afraid, less often than we would like. Intra-family-wise, my marriage 


55 a happy and satisfying one. 

f esides my interest in art, which is now my vocation as well, I have set 
ae myself the task of reading a number of the classics of literature, which have 
Omehow been neglected along the collegiate way. A recent stay in Europe re- 
Vealed a number of weaknesses in my background of knowledge of European 
Writers and philosophers. The trip, by the way, sharpened our taste for travel 
and our desire to know intimately and comfortably a foreign language or two, 
And our hope to some day spend a year or two in study abroad. I have a sea- 
man's navigation license, and occasionally sail for recreation; 1 have a great 
desire to own fine paintings, someday, and am building on a library in both 
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English and Spanish. As to influences, my father, now deceased, is pora 
responsible for my interests in the arts and in travel, for they were his lov 
and I was an only daughter. - von 

I find myself in art, not because of any preconceived ambition to mal = 
career in this field, but because it was the line of least resistance, for I a 
several scholarships, and was told I was talented. I enjoyed my studies, pe: wi 
not and am not sufficiently excited about my work for it to be a satis Te 
experience. I very much enjoy working with people, especially young peop ch 
and children. I enjoy the more academic life and think I will find pes 
stimulating and from these work preferences have decided that the fie 
guidance and counseling psychology offers a rewarding future. 


Assume now that you are an employer looking for a person to fill 
an important job. You want to know as much as possible about D 
several applicants, and you hope that the applicants' penas 
Statements will provide you with pertinent information. Ultimately, i 
is not specific information that you are after or will recall and use. 
What you most probably want is a composite picture or impression 
of each applicant. That is, you want to develop an abstraction from the 
information given. Your abstract will be based not only on the "pure 
information" provided, but will also be contaminated by the pup 
in which itis presented, and by your own experience, intelligence, an 
attitudes, 

To illustrate the formation of such an abstract, advanced graduate 
students in personnel psychology were asked to read the autobiography 
printed above, playing the role of an employer. They were then asked 
to write a paragraph answering the question, "What kind of a person 
is this?" The four responses are listed below. It is suggested that before 
reading these you jot down your own response to that question. 


1. The subject is highly verbal, intelligent, socially oriented, interested in 


art, literature, people, ideas, and other feminine-type activities. She probably 
has a tendency to gain satisfaction from social relationships, possible tendency 
to impress others, seems to have at least moderate self-insight, more adept at 


verbal skills than numerical ones, and may have some trouble relating to others 
(only child). 


2. The person possibly had some illness during childhood which caused 
her to be more interested in intellectual pursuits rather than physical activities- 
She seems to have interests in fields (literature and art) which are somewhat 
typical of female interests. She probably is a fairly sensiti 
her adjustment, though not poor, probably leaves somethin, 
seems she and her husband have a fairly compatible married life, She might, 
however, be prone to becoming too involved in other people’s problems, and 
tend to give advice rather than assume a more nonditective role, 
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" 3. A fairly well-adjusted, fairly ambitious, young matron with all the 
Socially acceptable middle-class attitudes and values on education, the family, 
and society in general. 


4. During childhood this individual had trying times. But as years passed, 
People became interested in this person and helped him to develop physically 
and mentally. His college experience has been the most enlightening and now 
p is happily married and has children. He will make creative contributions in 

is field of endeavor. 


You may be thinking that we got what we asked for—that is, 
Our method was so subjective that we could expect little else. Before 
discussing the results, then, examine Table 1, which gives the response 
Fequencies of seven other graduate students in personnel work who 
read the autobiography and then completed an adjective check list to 
Secure a more objective description of the individual in question. 

e accuracy of the estimates made is not the concern here. 
Rather, the important point is the variability among the responses. In 
the four paragraph responses, this is obvious. Let us give them a some- 
What categorical examination. First, consider the factual variance. Re- 
Spondent 4 varies in terms of the subject's sex and family structure. 
Second, consider the general orientation of the four respondents, Each 
Was given the same stimulus, but 1 responded primarily in terms of 
Petsonal characteristics, 2 in terms of personal adjustment and vo- 
Cational counselor behavior, 3 in terms of social normality, and 4 pri- 
Marily in developmental terms. A third source of variance is 
Obsery able, namely, the certainty with which the four raters responded. 

€spondents 1 and 2 reveal a relatively minor awareness of uncertainty, 
Whereas responses 3 and 4 are much more cautious and tentative. 

The data given in Table 1 reveal even greater variability of re- 
Sponse. If, for the sake of comparison, scores of 3, 2, 1, and 0 are 
assigned to the four respective categories of response (ie., very appli- 
Cable equals 3, somewhat applicable equals 2, and so on), it can be 

etermined that the total scores for the seven raters are as follows: 16, 
20, 20, 35, 35, 38, 65. Yet each rater was read exactly the same infor- 
mation at the same time. Note, too, that all but five of the twenty-five 
adjectives received at least three out of four possible responses. 

The phenomenon just illustrated is an obvious one—perhaps so 
Obvious that it often escapes notice. Language and the things which 
language describes are not the same. Between the thing and the lan- 
guage is a selective perception involving a complexity of attitudes, 
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biases, intelligence, knowledge, and motivations. The complexity of 
conditions is unique for each individual; thus, the language used to 
describe or identify the thing observed has to some degree a different 
meaning for each person. When a student says to a counselor, for 


Taste 1. Cumulative Responses of Seven Raters to an Adjective Check 
List Applied to a Student Autobiographical Statement 


Adjectives Frequencies P 
Insufficient 
Very Little Information 

Very Somewhat If Any for a 


Applicable ^ Applicable Applicability Judgment 


Honest 
Personable 
Oversensitive 
Intelligent 
Sly 
Defensive 
Sincere 
Resentful 
Opportunist 
Altruistic 
Ambitious 
Healthy 
Kind 
Neat 
Careless 
Organized 
Purposeful 
Naive 
Humorous 
Resourceful 
Ordinary 
Confused 
Emotional 
Religious 
Leader 


COPHOOOONDOCORPWOOKRONHOANNN 
FONWHEARHENNWOONNARHENWNHNNEN|A 
HPNUBNONWNHOOORPNWNHANHEWOO 
FANONHEAWONAYANOHPNWHOWOHRUH 
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the counselee's, 
Even if we are aware of the phenomenon just illustrated, many of 
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us continue to behave as if our impressions and interpretations of oc- 
Currences were in relatively general agreement with those of our 
associates, In other words, we make a great many assumptions about 
other people which are not warranted. "You cannot argue with facts," 

€ saying goes, and we are invariably surprised, and often very much 
upset, when we discover that someone else didn't get the facts straight. 
How often, after “looking at the record,” do individuals (of every level 
e intelligence and education) conclude their discussions with upset 
Stomachs, verbal battles, fist fights, and, occasionally, homicides and 
Suicides? In other words, the acts and means of communication have an 
Important influence on the subject or content of the communication. 
& hat has all this to do with general semantics and counseling? The 
ollowing section provides a partial answer. 


Johnson summarizes the basis and function of general semantics 
as follows: 


de General semantics can be regarded as a systematic attempt to formulate 
fh "ig in method of science in such a way that it might be applied me only 
E. restricted areas of human experience, but generally in daily li e. It is 
it de ned with science not as specialized laboratory techniques, not = a 
ee upon highly refined precision apparatus, not science in the orm o 
Sha ic theories concerning the moons of Jupiter or the chemical pe it. 
to Rh removers, not science as compilations of facts and statistics with regar 
"m verything from wind velocities to petroleum—not science as eae eer. 
solvi cience as a general method, as a basic orientation, as à generalize war o 
Dg problems—and with due regard for the language of science; it is 


Sci : 5 NAT 1 
tence in such a sense with which general semantics is concerned. 


General semantics, is, for our purposes, a method for increasing 
€ effectiveness of human behavior. This is done primarily by (1) rec- 
°Bnizing the relationships between words and what words stand for, 
and (2) providing some aids, in terms of method, for making these 
relationships facilitate, rather than inhibit, our behavior. f 
To say that the application of general semantics (science) will 
Fesult in eliminating the affective part of human behavior is incorrect. 
he objectivity suggested by recognition of what words stand for in 
no way implies a coldness and mechanization of human interaction. 
On the contrary, the aim of general semantics is to facilitate warm, 
Sensitive, and pleasant human interactions. Its basic premise is that these 
ends cannot be achieved amid verbal confusion and unnecessary am- 
1 Wendell Johnson, People in Quandaries, Harper, 1944, p. 33. 
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biguity. To be objective, in the present context, simply means to say 
what we mean and mean what we say, and to recognize that because 
of the nature of language a complete realization of this goal is impos- 
sible. It is impossible for several reasons, two of which are particularly 
important. The first is that our language is relatively rigid or static, 
whereas what language stands for, the world of facts, is extremely 
dynamic. Language is a compromise, a set of categories designed ta 
facilitate abstraction. Language is discrete in nature, while the things 
that language symbolizes are continuous. Thus, one is not an exact 
image of the other. There are many opportunities for distortion and 
ambiguity; as a matter of fact, we can expect of language, by definition, 
a certain amount of ambiguity. The amount or extent of ambiguity, 
however, depends partly on the extent to which we recognize the rela- 
tion of language to fact and the extent to which we operate in the light 
of this relation. 

The second reason why it is impossible to say what we mean, and 
to mean what we say, follows from the first. It has to do with the ab- 
stract nature of language. "John went to town,” of course, does not 
tell the whole story—far from it; we assume that it represents the €s- 
sential fact of a series of circumstances concerning John. It may, !9 
fact, do this. That is, the sentence may very well serve to communicate 
between the “sayer” and the “hearer” the important fact of the matter. 
But again, it may not. The sentence tells us little about place, time, 
motive, or events which may have happened along the way. Neverthe- 
less, the sentence may be satisfactory to us because of various assump- 
tions which we make about it. In other words, we go beyond what 
was actually said and infer details of particular interest to us. 

Obviously, abstraction as a characteristic of language is desirable 
and necessary. There is often no point in reporting every detail of a 
situation which we can recall. Indeed, an overconcern with details of 
description is frequently boring, painful, or even somewhat patholog- 
ical. The man who continually relates the minute details of his vacation 
trip to his fellow workers ruins what could be a brief, informa- 
tive verbal experience for his listeners, The teacher who forces his 
students to memorize the birthdays and wedding dates of every captain 
and colonel in the Civil War inhibits rea] learnin B for his students, and 
the lady who insists on making a full-length novel out of her child's 
first day in school may find herself abandoned by all of her friends. 

Abstracting causes difficulties in two Ways. The first, which has 
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been implied, is that people sometimes fail to recognize that they are 
abstracting; the second source of difficulty arises from a breakdown of 
the abstracting process itself. Johnson has coined the phrase "short- 
circuited abstracting” to account for this breakdown in the process. 
Essentially, what happens is that we accept an inference as a fact and 
Proceed to build further inferences, that is, to move to higher levels of 
abstraction, on the basis of the untested inference. If the inference 
1S not valid, or as is quite often the case, is only partially valid, then 
the behavior based on our final abstractions may be considerably in- 
appropriate. An example may clarify this point: 
È À student wanted to become a computing machine technician. 
1S counselor felt that this was an inappropriate vocational choice be- 
Cause the boy had a deformed arm. When talking with the student and 
IS parents, the counselor raised this question and suggested that the 
eformity would be a handicap placing definite limits.on the student's 
ability to achieve in the chosen vocation. The boy and his parents ac- 
cepted this idea and consequently all concerned automatically excluded 
all manipulatory occupations from career-planning considerations. 
hey inferred the condition to be a handicap and behaved as if the in- 
Crence were a fact. 

In this particular case, the real fact of the matter was that the 
nature of the deformity and the boy's attitude towards it in no way 
Presented a handicap in the chosen occupation. However, the boy 
Spent nearly two confused and unhappy years in college preparing to 

come a mathematics teacher before a counselor helped him to test 
his inference against facts rather than against other inferences. Avail- 
able Occupational literature plus a visit to a local business machine 
Office provided evidence to invalidate the inference. 

Thus far, we have been discussing the first application of general 
Semantics to counseling, namely, a recognition of the relationships be- 
tween words and what words stand for. With this admittedly scanty 

iscussion as a background, we turn to the second application of gen- 
eral semantics to counseling, that of providing methods of making 
these relationships facilitate rather than inhibit our behavior. 


GENERAL SEMANTICS AND ADJUSTMENT 


remise, simplified and rephrased, is that problems 


Our basi 
"rds lly bound up in the 


encountered in counseling are very often partia 
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language that counselees use to describe their difficulties. For example, 
when a student makes the assertion, "This is just about the most useless 
course that I've ever taken," and requests that he be allowed to drop 
that course, what is he really saying about himself and the course? The 


following list gives only a few of the statements which may be more 
accurate descriptions of his problem. 


- I just flunked a test. 

- I didn't finish my assignment for today. 

The teacher wouldn't excuse me for a baseball trip. 

I can't understand the textbook, 

The room is too hot and stuffy. 

The teacher has several mannerisms which irritate me. 

My dad forced me to take this course. 

The course seems unrelated to my vocational goal. 

The course does not cover the material 1 was told it would cover. 
T've already read all of the course content in other courses. 


DOVONDAN MWNE 


- 


s 5 : is 

Not infrequently, helping the student clarify the statement of Bi 
felt problem is a satisfactory solution in itself. The following inte! 
view excerpt serves to illustrate this point further. 


C: Lately, then, you have become con 
S: Yes, I had it all fi 
I had the ability, 
I can't make it. 
C: You are again questioning your ability to do college work? 
S: Yes, partly, I think. What I really mean is that I don't know any men 
© to college. Maybe I don't have the right kin 
of personality for uh—well to live in a dorm with lots of other people: 
It's sort of discouraging, since I thought I had it all figured out once; aM 


I really worry a lot about whether or not I should go to college. Sometimes 
I can't get my mind off of it. 


cerned about college again? it 
igured out last year, but now, I don’t know. I pin 
but now, as I have to decide on one college, I think may 


What is this student’s problem? This should 
tion to answer, if we take what is said as representing what is meant. 
But can we? The problem, as stated and, according to the counselor’S 
initial perception, is something like this: “In terms of my ability and 
personality, I don’t know whether I can succeed at college,” 

Let us apply the question, “What do you mean?” to the problem 
as stated. (Let it be emphasized that we ate Not in search of depth 
interpretations, hidden meanings, repressed desires, or the like, We are 
simply asking that the problem be stated in more precise, less abstract 
terms, and that inferences be recognized as such.) For example, the 


be a pretty easy ques” 
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counselor might begin by asking the student, “What do you mean by 
college?" or "Is attending college A exactly the same as attending col- 
lege B?” Obviously, it is not. Helping the student recognize this should 
make his basic questions more meaningful, and thus somewhat more 
answerable, The counselor could also raise the questions, “What do 
you mean by success?” or “What do you mean by good grades and 
making it at college?” For example, is the student thinking in terms of 
d rather arbitrary dichotomy? Does he see one as either succeeding or 
failing in college? If he does, wouldn't it help if he could realize 
that success and failure, and thus "making it," and "not making it," 
Tepresent the two extreme ends of a continuum? Actually, there are 
Probably two questions to be considered, the first being what the 
Student's chances for persisting in college A are, and the second, what his 
Personal standards of adequacy are. Elaborating the second question, 
= "s average, though sufficient for persistence in college, satisfactory 

1m, or does he, in terms of his own standards, need to be more than 
5 C student? And in regard to the first question, what kinds of chances 
Is he willing to take? What do the odds on his persistence in college 
have to be before he is willing to enroll in college A? In other words, 
What does he mean by “know” when he says, "I don't know whether 

Can succeed"? 

It is also important to ask, “What do you mean, should I go to 
College?" Does he mean, as we have been assuming so far, "What are 
my chances for success?" or does he really mean, “Will it give me the 
Status, added vocational training, job-getting ability, and other advan- 
tages I want?" Or does he mean, "Will it please my parents more if I 
attend and flunk out than if I don’t attend at all?” Or is he asking, 

Am I willing to accept the probable loss of peer and family status en- 
tailed in not attending?” 

Obviously, there are other “What do you mean?” questions which 
could be asked about this illustrative problem, but these examples 
should suffice. The student in the illustration undoubtedly has some 
“real” problems, that is, some important decisions to make. But until 
he understands what his alternatives are and what they entail, he stands 
little chance of making meaningful and effective choices. It follows 
that until he understands the limitations of the language by which he 
has described his problems, he cannot hope to perceive the alternatives 
and what they entail. In other words, part of his problem is the lan- 


Buage he is using to describe it. 
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There is another type of question which is useful in yum 
dents solve their problems: namely, "How do you know?" As we =. 
seen, by answering the question, “What do you mean?” both the cia 
selee and the counselor may come to better understanding O E 
relevant assertions. Given this understanding, then, it is helpful to EC 
ply the question, "How do you know?" The student in the ee 
pressed uncertainty about the extent to which his “personality” wo 


: i É E 
allow him to “fit into dorm life.” The interview continued in the fo 
lowing way: 


C: Can you tell me a little more about what you mean by your personality 
not letting you fit into dorm life? ike tO. 

S: Well, 1 dont know. I guess I just don't know whether I would wo 
live in a dorm with other people. (Pazse.) I think there might be too M 
noise, and it would be hard to study. 

C: You feel dorm life might interfere with your studying? radiot 

S: Well, sort of. Actually, it's more than that. I mean I visited a ae 
mine at college earlier this year and spent the week end in his dorm. 481) 
what started my worrying. I just don't think that I would like it. (Pat 

C: Can you tell me more about your experience? "t drink, 

S: Yes. In the first place there was a lot of drinking there. I don't ii gt. 
and I don't think underage kids should. Anyway, even if they do, 1:89 od 
I think my friend and his friends thought I was funny, kind of sisiy Y 
know—not one of the fellows—because I wouldn't drink. They got Wee 
date, a blind date, and we all Went to a dance. I don't dance very well, 
I went along. It was really disgusting. Some of the girls had been dria” 
too. Well, anyway, I don't think that's any way for college people e 
They weren't even 21 yet, and if that's what Boing to college is He at 
know that this was a week end and all, but still. You know—I just de n- 
his to be that way, and if I went to college I would probably be very U 

appy. 


C: You feel that because you have different standards than most colleg® 
students, you would be uncomfortable at college? 
S: Yes. (Pause.) 


C: You were also a little disa 

S: Yes, I thought he was like 
college students. 

C: You were unhappy because 
since he went to college? 

S: I really was. 

C: Does your friend seem different in this respect when he is home—I mean 
does he drink and carouse around? 

S: Well, that's not fair. He doesn't drink all the time—he really had only 
one drink that night at college. Maybe T Overemphasized that part of it 

C: Perhaps it wasn't so much the drinking, but the ney people and the 
new situation that was uncomfortable to you. 

S: You may be right. 


PPointed in your friend's behavior? anell 
I am. He used to be, but now he's just like 2 


you felt he has lowered his moral standards 
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C: It's often difficult to be comfortable and have a good time the first time 
you meet people, isn't it? 
Yes, I think so. Maybe that was it. I still don't like the drinking, but no 
One was drunk. I'm not even sure that some of them had been drinking. 
Chey just acted different. I mean, 1 felt kind of lost the whole week end— 
like not knowing what to do next, and no one paid much attention to me. 
This excerpt illustrates the importance of asking "How do you 
know?" The student in the example was making certain assertions 
about himself, about college life, and about the relationship between 
€ two. What the counselor was attempting to do was to help the coun- 
selee recognize these. The counselor began to help the student check 
the validity of his assertions by encouraging an examination of the 
evidence upon which they were based. : 
ki As he is able to restate his problem in more precise, meaning- 
U, and accurate terms, thus perceiving the semantical limitations and 
ambiguities surrounding it, he will be in a much better position to deal 
With its nonlanguage aspects. By examining the validity of his infer- 
ences, the student also can achieve better understanding of the language 
With which he describes his problems. With more adequate understand- 
Ing of the validity of his assertions, and acceptance of the re-evaluation, 
€ finds that the way to working with the nonlanguage aspects of the 
Problem is much clearer. That is, once he recognizes, understands, and 
accepts his assertions, and then checks their validity, his problem be- 
Comes meaningful and solvable. Often, as a matter of fact, it is then 
Pattially solved. 


To summarize, it has been suggeste 
Employed as an aid or tool in helping students to define and understand 


their problems. In this sense, general semantics does not provide any 
answers, except in the sense that when assertions are stated in meaning- 

l terms, the student often is able immediately to reject them as in- 
Valid. What general semantics does provide, in the present sense, are 
questions or assertions stated in terms which permit validation. When 

cannot succeed at college” is restated as, for example, "The chances 
Or my maintaining passing grades at college A are too poor for me to 
tisk my status,” the student has made significant progress towards 


Solving his problem. 


d that general semantics can be 


COMMUNICATION IN COUNSELING 


ng to know the proportion of face-to-face 
l individuals that is of a nonverbal na- 


NONVERBAL 


It would be interesti 
Communication between norma 
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ture. The securing of such data would be tremendously complex, but 
the very contemplation of how such a study might be designed sug- 
gests that we often fail to recognize the importance of nonverbal as- 
pects of communication. 

Talking about nonverbal behavior is a little like talking about a 
musical performance. One can describe it to others in great detail, and 
point out exactly what to listen for, but the description will fall short 
of adequate communication until the other has actually listened to the 
performance. Describing nonverbal phenomena in words also falls 
short of adequate communication. Thus, the purpose of this section 
is to emphasize the need for counselors to be perceptive of nonverbal 
signs from counselees, and to make several suggestions on how this 
might be accomplished. The perceptive skills in this area are left, as 
they must be for the most part, for each counselor to develop. 

While nonverbal communication in itself can be extremely 
effective, as, for example, with deaf-mutes, and also with normal in- 
dividuals in certain traumatic situations, its primary importance tO 
counseling is its influence on verbal communication. Counseling prac 
ticum situations provide an excellent illustration of this point. Àn al- 
most standard procedure in practicums is for the instructor and the 
practicum-counselor to discuss tape recordings of counseling sessions 
that the counselor has made. Almost invariably in these critique Ses 
sions, the practicum counselor will take issue with some observation 
or suggestion made by the instructor. For example, in response to an 
instructor's suggestion that the counselor pursued a topic which the 
counselee said was not important, the counselor might respond, "He 
said he wasn't worried, but the expression on his face led me to believe 
that he was," or "He didn't say anything, but his posture suggested that 
the matter was something which he wanted to discuss, but couldn't 
bring himself to mention." 

The author's experience with a typical practicum group, confirms 
the point. The students met as a group each week to discuss a particular 
interview recorded by one of the group members. Frequently, about 
half of the group had observed the interview by means of one-way 
window facilities, whereas the remainder of the group had only lis- 
tened to a tape recording of the session. From the comments made, It 
became possible to predict with considerable accuracy which students 
had observed the interview. The listeners, perceiving only verbal com- 
munication and thus not being aware of the nonverbal aspect of the 
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i responded only in terms of verbal content. Many of their 
: cn di egi lacked validity in the perception. of those who 
de ne izant of the nonverbal aspects of the interview. Similarly, 
an ee im tended to make more penetrating and subtle comments 
their caga thus, in the writers opinion, often manifesting 
ness of the influence of nonverbal signs. 

E e need not be labored. Almost everyone has observed the 
be, ee in various situations. The logical question would seem to 
imme: can counselors do to become more perceptive of nonverbal 
are ie Are there rules or methods for systematically taking 
the Piae the nonverbal aspects of counseling interviews? Perhaps 
a = can be answered in part by a brief consideration of some 
tropes onverbal signs that are used and what happens when one at- 

pts to derive meaning from them. 


"PE mes what are the types of signs? Most of u 
expressions, bodily gestures, nervous mannerisms, and general 


0: : E : 
Posture are typical means of communicating feeling or thought. For 


ex LH . H 
“xample, a smile or a grimace may indicate that a counselee means 


à E: € opposite of what he says. The student who grimaces as he 
5, “Sure, I'm happy with school," may be speaking facetiously. The 
Im and natural voice, 


c 
Bri who makes an assertion in a very ca 
€ indic makes some gross bodily movement at the same time, = 
imself ating that he is not at all certain that what he is saying al = 
e ea eue Drumming on the table, pulling an ear, la n 
in E the like can suggest 2n emotional concern not at all evite" 
Best erbal communication of a counselee. General posture can sug 
moods, self-estimates, embarrassment, and other attitudes. Asa 


ma 

Pos of fact, such behavior is so common that many of us tend to 

Fate according to nonverbal sign stereotypes which we develop. 
t of the verbal content ofa 


de en? our stereotypes in the light: à ub 
ie ation, thus making them seem valid to us, but, nevertheless, 
Y are still stereotypes. 
one placed in these stereotypes as a means yi € 
is m signs is rather astounding, at least in view ol pi ittle vs 
Otetical f about their communicative validity and the inadequate ri 
examin, renee upon which they are based. The reader who has 
Compan ‘Company manuals on sales technique, or who has taken a 
these y y in-service sales course, i$ very likely to be aware of this. In 
Ources, descriptions and even classifications of various kinds of 


s could agree that 
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nonverbal signs are often given. A very presumptuous discussion of 
this sort was included in a manual prepared for an encyclopedia sales 
company by an industrial psychology firm. After the initial sales pitch 
had been described verbatim, the sales trainee was given a choice of 
four or five “closes.” The decision as to which close should be employed 
in specific cases was to depend on the extent to which the prospective 
customer had been sold—which, in turn, was to be determined by the 
expression on his face at the completion of the main part of the sales 
pitch. If he looked eager, closing 1 should be employed; if he looked 
doubtful, closing 2; if he looked resentful, closing 3, and so on. Inci- 
dentally, the company had an extremely successful sales record, but this 
was primarily due to the high quality of the product and an effective 
national advertising program. As a matter of fact, it is probable that 2 
significant negative relationship existed between the sales volume of 
individual salesmen and the extent to which the rules on nonverbal 
clues were followed. 

This illustration is merely an exaggeration of the kind of stereo- 
typing of nonverbal signs many of us are guilty of in everyday com- 
munication. 

It is particularly important that the counselor avoid stereotypes 
in his reactions to the counselee during the counseling session. Just aS 
the counselor is attentive to the unique quality of the counselee as an 
individual as shown in words, he should also be attentive to the in- 
dividual counselee’s nonverbal communication. 

To reiterate, counselors should strive diligently to utilize non- 
verbal aspects of communication as means of achieving more com- 
plete understanding of the facts and feelings that counselees attempt t 
communicate. In doing this, the counselor can perceive nonverbal 
signs in two ways. To use academic terminology, he can seek to under- 
stand nonverbal signs normatively and idiographically. In the writer $ 
opinion, the existing evidence on nonverbal signs does not suggest that 
the counselor can make valid and reliable normative inferences from 
them. What he can more realistically strive to achieve is to make idio- 
Braphic sense out of nonverbal signs. What one actually observes are 
nonverbal signs of a given counselee during a counseling contact, of 4 
series of them. It is the change in nonverbal signs and the total patterns 
of nonverbal signs, viewed in terms of how they are used and what 
they mean for a particular counselee, that can be meaninpful. Obvi- 
ously, nonverbal signs have no inherent meanings. They are learned, 
as all language is learned, but, because they are much less systematized 
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than formal language, only very limited assumptions about their com- 
mon usage can be made. Traditional language can be characterized as 
a system of symbols with more or less common meaning to all those 
who have learned the system. Nonverbal communication, on the other 
hand, might be more accurately described as a system of signs which in 
great part is understood only by the individual. True, the number of 
Signs, in a gross sense, are limited, and these are employed in some way 
by most individuals, but the system which gives them meaning is much 
more peculiar to the individual than a traditional language system 
can be, 
Part of the counselor's task is to become familiar with the system 
Or manner in which an individual employs nonverbal signs in conjunc- 
ton with his verbal language. Thus, as the counselor observes a 
Counselee employ various nonverbal signs, they begin to have more 
Precise meaning. For example, a counselee grimaces when he means 
to understate a point, or he wrings his hands when he is discussing 
areas of important conflict, or he tips his chair back and talks in a 
louder voice when he refers to accomplishments which seem to discon- 
tm his basic assertions. A pattern develops, and perhaps as counseling 
Progresses, the changes in the pattern are perceived to be concomitant 
With Verbally expressed changes in attitude and self-knowledge. The 
COunselee's nonverbal signs begin to add sense to what he is saying as 
ey are observed and compared with other things which he says and 
does, But when the next counselee comes in and Jeans back in his chair, 
„May or may not be a sign of uncertainty. Perhaps his back hurts—or 
the chair is uncomfortable (as is the case with counselee chairs in 
Most school counseling offices). The point is that the only legitimate 
Means of making sense out of a particular counselee's nonverbal com- 
Munication is in an idiographic sense. It is understandable in terms of 
S other behavior, not in terms of the behavior of others. 


FEEDBACK IN COUNSELING 


In the following chapters, frequent references will be made to the 
Ncept of feedback. A brief discussion of feedback as an important 
hg of communication in counseling should make what follows 
it [^ Meaningful. While the concept of feedback is certainly not new, 
im ell-defined and systematic application is a relatively recent devel- 
ent, 


As theoretical papers concerned with communication were pub- 
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lished, various fields of applied science began to employ communica- 
tion theory ideas in a variety of situations. The concept of feedback, 
basic to communication theory, has had particularly wide and varied 
application. This is because, to some degree, almost everything that we 
do is based on a prediction. Therefore, before repeating an action, one 
needs some indication of the success of the prediction. Consider, for 
example, the very simple illustration of a man shooting a rifle in a 
shooting gallery. He aims the rifle at the target and predicts that if his 
aim is correct he will hit the target and a bell will ring. The sound of 
the bell, or the absence of it, is an illustration of feedback. The ring: 
ing of the bell is information fed back to the man; it indicates to him 
that he hit the target, and gives him some assurance that his aiming 
and firing procedures were appropriate. The bell’s failure to ring also 
represents feedback information, but in this case indicates that his 
aim and firing procedures were not appropriate (assuming, of course; 
that the gun was loaded and in firing condition). However, in this 
simple illustration, a man in the latter situation has received only 4 
gross kind of feedback. He has no means of knowing in which direc- 
tion to correct his aim, for example. Á soldier on a military firing range 
provides a more complex illustration of feedback. After he aims an 
fires at his target, an observer indicates not only whether he hit of 
missed it, but also the degree and accuracy of direction, thus allowing 
the soldier to correct his aim with purpose. He fires a second time and 
more information is fed back to him, and so the process continues. 

While the last example above represents an effective use of feed- 
back, it is extremely simple, in that only one procedure and one objec- 
tive are involved. An example of the extremely sophisticated use © 
feedback, employing a multitude of interrelated procedures and ob- 
jectives, is provided by guided missiles and rockets. Whereas a rifle is 
fired and observations made of what happens, the missile is launched 
in terms of predicted conditions and events, and then data on the actual 
conditions are fed back to computing machines. These almost instan” 
taneously use the feedback to make new predictions, which, in turp» 
immediately initiate changes in the operation of the missile, the effects 
of which changes are fed back to the computers. In addition, of course 
vast and complex amounts of feedback data are preserved, and these 
facilitate further developments and refinements in future missiles. 
Without a systematic attempt to obtain feedback data, scientists could 
test only the most pross predictions. Systematic feedback provides 2 
means for effective behavior. 
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. Most uses of feedback are at levels of complexity and sophistica- 
tion falling somewhere between the two extremes illustrated above. 
For example, when you start out in your car for your first trip between 
San Francisco and Las Vegas, you would do well to prepare for the 
trip by spending some time studying a road map (and, incidentally, 
your bank book). You would, in a sense, identify various landmarks 
along the way which could serve as progressive measures of the ac- 
Curacy of your prediction. If, then, as you traveled past the point where 
you expected to observe the first landmark, it did not appear, you would 
probably restudy your map, or acquire information from a native, 
Which would put you back on the appropriate route. In a very real 
Sense, you would be securing feedback so as to maximize your chances 
for obtaining your objective in the manner most satisfactory to you. 

Quite often, of course, our goals or objectives are not so well 
defined as in the last example, and further, procedures for obtaining 
them are not nearly so easily discernible. Like the first airplane pilots, 
One must fly by the seat of one's pants a great deal of the time. This 
IS very frequently true for the counselor in a counseling session. It is 
Rot that counselors have no alternative but to stumble along with stu- 

€nts, or that their helpfulness is mostly a matter of chance. Rather, if 
Counselors are to utilize their competencies effectively, it is exceedingly 
Important that they systematically attempt to obtain feedback from 
COunselees, As suggested earlier, the counseling function is dependent 
2n Maximizing the meaningfulness of communication between the 
“Ounselee and the counselor. To achieve this, the counselor must con- 
‘tantly be obtaining feedback from the counselee to determine if what 
» e Meant was what the counselee understood. He must also take the re- 

Ponsibility of providing feedback to the counselee, so that the coun- 

"ss pes estimate the extent to which he is making eom to o par 

t. The importance of feedback and illustrations of it in cou g 
Sessions will be discussed again in following chapters. To reiterate, the 
Purpose here has been only to describe the concept by illustration, and 
mphasize its importance to effective counseling. 


SUMMARY 


hice Asa closing note to this chapter, it is well to point res ag. 
of E - the chapter title suggests, only limited aspects of + e E 
ing to munication have been treated—and these very brie y. ae Pa 

discuss the many aspects of communication 1n greater detal 
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would be unnecessary in view of the many excellent references avail- 
able. The concepts discussed are those which have been found most 
useful in attempts to help others become more effective counselors. 
Second, it is important to remember that whereas the primary per 
spective used in this chapter has been that of counselees, most of what 
has been said is equally applicable to counselors. Specifically, the prob- 
lems of verbal and nonverbal communication that are common eee 
students, exist in some degree among even the most experienced an 
well-prepared counselors. 


Suggested References 
General Semantics 


Johnson, Wendell, People in Quandaries, The Semantics of Personal Adjust- 
ment, Harper, 1946. dt 
This highly readable volume presents and illustrates the concepts 
general semantics. 
Johnson, Wendell, Your Most Enchanted Listener, Harper, 1946. ani 
The art of listening is discussed from the perspective of general sem 
tics. A 
Korzybski, Alfred, Science and Sanity: An Introduction to Non-Aristotelia® 
Systems and General Semantics, 2nd ed., Science Press, 1941. 
The basic work in general semantics. 
Rapaport, Anatole, Operational Philosophy, Harper, 1953. the 
Although not concerned with counseling per se, this book can help 
counselor take a critical look at his communication competencies. 


Communication 


Barbara, D. A., “The Value of Non-Verbal Communication in Personality 
Understanding," Journal of Nervous and Mental Disease, 1956, 123:28 
291. 5 

Cronbach, L. J., "The Counselor's Problems Írom the Perspective of Com 
munication Theory,” in New Perspectives in Counseling, Vivian H. Hew 
(ed.), University of Minnesota Press, 1955, pp. 3-19. ato RE 

Ruesch, J., and W. Kees, Nonverbal Communication, Berkeley, University e 
California Press, 1956. 

Wiener, Norbert, Cybernetics: The Human Use of Human Beings, Technol- 
ogy Press, 1949. Per 

The problems of communication and learning are discussed from a poi?! 
of view different from that typical of counselors. A useful perspective 
of the communications process is thus provided. 


CHAPTER 4 


A General Perspective of the 
Counseling Interview 


A A AA ÀÀ— —— — — 


a This chapter and the two which follow are concerned with the 
ee Process itself. A brief preview of the topics treated in these 
“Pters should be helpful. Chapter 4 builds up a kind of ostensive 
“inition of counseling—"kind of" because ideally the reader should 
e taken to a place where counseling was actually taking place and 
allowed to observe and discuss what he saw and heard. Obviously, we 
AVE to settle for something less. Thus, in this chapter typescripts of 
oe Counseling interviews with secondary school students are pre- 
um and discussed, along with other illustrations of counseling func- 


dili Chapter 5 is devoted to a discussion of the techniques and rae 
Sn dm (that is, counseling skills) which the professional nn or 
Sa Por: It is true that the heart of counseling is the counselor s under- 
. cing of and sensitivity to counselees, and that counseling tech- 
niques are of secondary importance. At the same time, if one were to 
question beginning (and even experienced) counselors about the 
a that prevent them from counseling more effectively, a majority 
um them would probably indicate that while they never completely 
€tstand students’ problems, their greatest difficulty is in knowing 
sa to do in counseling. That is, their counseling tools, so to speak, 
sade dequate, Now it is obvious that both greater understanding of 
€nts’ problems and more effective counseling skills are in large part 

ES Outcome of counseling experience. Nevertheless (and this is the 
a tonale for considering counseling techniques in themselves), with- 
"t a basic set of skills to begin with, counseling experience is difficult 
© acquire, To begin a counseling career without these skills starts the 
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counselor out on the wrong foot. He feels inadequate and uncomfort- 
able in the counseling interview, and thus is likely to avoid the coun- 
seling functions of his job and concentrate on its less threatening 
aspects. On the other hand, if he has some notion of appropriate nn 
seling skills he will feel more adequate and less uncomfortable, an 

thus be able to gain a measure of satisfaction in counseling from the 
start, With this kind of reinforcement he is likely to devote more time 
to counseling and consequently provide himself with an opportunity t° 
develop greater understanding and skills. d 

In Chapter 6 a number of situations frequently encountere 
by secondary school counselors are discussed. The point is made here 
that knowing how to provide needed assistance in these situations Y 
basic to effective secondary school counseling. 

In short, the primary purpose of Chapters 4, 5, and 6 is to pro” 
vide a notion of what happens, or should happen, when a counselor 
and a student sit down for a counseling session. What do you do tha 
makes counseling with a student different from giving him advice of 
just talking to him? 


THE INTERVIEWS 


The first two counseling interview typescripts presented p 
involve a ninth-grade boy who was initially seen because of lo à 
achievement in an algebra course. (The typescripts have been co 
densed in various places.) 


FIRST INTERVIEW 
1 C: Could you tell me a little about why you feel you'd like to come 
here? d 
2 S: Well, I'd like to get better grades... get better grades and— un 
I guess that's about all. " m 
3 C: What are some of the things that you can see that are keeping y 
from getting better grades? hy: 
4 S: In my algebra I have an awfully hard time, but then I don't know 2 at 
especially in my tests. Cuz when I... I can usually do the problems |, 
home on my homework, and then when I take the test then I just cant 
them. 1 don't remember how to do them. 
5 C: You really know the stuff, but you can't come through on t 
with it? put 
6 S: Yeah. And in my Latin, there i's—uh—I think Latin's quite a 
I just got a test back today, a review test, they give us a review test © 
time we cover a certain mumber of lessons or something like that, AM 


in 


he tests 
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uh—I got a B in that. Latin's very easy; I gota . . . we have a vocabulary 
test where she gives certain words to memorize . . . in each lesson they 
have certain words written down and the meanings, and I memorize those, 
and the next day she gives us a quiz on them and I got an A in that. Latin 
is really for me very easy. And so is social studies, which is history right 
now. English is easy, too. The only really hard subject is algebra. 

7 C: So this is really what you're concerned about, your algebra grade. And 
yet you say you get the stuff . . . you can do the problems at home, but 
have trouble in the class. 

88: I listen to the teacher all the time. It just doesn't sink in. 

9 C: Have you had trouble with math generally before? 

10 S: Well, I haven't had any real trouble with math. It's been pretty easy. 

nc: Well, this is a sort of new situation in algebra. j . 

128: 1 suppose really it shouldn't be hard because it's just—well, it's kind 

of like math, just letters and symbols instead of numbers. 


13 C: How do you feel about the course generally? . 
ve S: Well, I like it; I like the teacher. It's awfully hard . . . (Trails off.) 
y C: You're in your first term of algebra? 
S: Well—uh—this is my second semester. 

1 Gt This is your second semester of the first year? 
e S: Yeah. 
A C: How did you do last term? : . " 

0 S: Well, last term I... . it was a little easier. This term its awfully 
se + - . harder... 

+ What grade did you get last term? 

22 $i Last term I think I got—uh—um ... (hesitates) a D-plus. (Seems 


reluctant to mention his grade.) 

C: That's pretty disturbing to you, getting that low a grade . . 
cially compared to the way you think you should do? 

S: Uh—yes, 1 should be doing better . . - 


. espe- 


25 c. TI á 
: he other courses are all pretty good, huh? . . F 
26 s: Yes, they're all . . . I'm taking English, social studies, Latin, ROTC, 
5; d algebra, And study. They're all easy except the algebra. 
28 | What sorts of grades do you get in the other subjects? 


* Well, I ge ; good grades. I know that I probably got a B in 
English last "im E in Latin add social studies. I think I've worked harder 
5 Latin and social studies. And in algebra I got an F. That was very up- 

9 cing because it was the first F I ever got. 
Yeah, that'd be pretty tough. 


30 Pause.) 
i $3 When you get upset by a grade like this, does this then—uh—make 
31 "Parder for you to do better . . . make you try too hard almost? 


(P. It does make it a little harder, seems to. 
auge.) 


2 f 
C: Can you put your finger on anything in algebra that makes it tougher 


t 
33 iS the other subjects? 
* Well, no, I don't think I can. It's just hard all over. 
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34 C: Um-hmm. : 1 
(Pause.) | 

35 C: Are there pretty much the same people in your algebra class, other 
students, as in your other courses? 3 . 

36 S: Well, I think most of the kids that are in algebra are in my English 
and Latin classes. But—uh—let’s see there's . . . one boy in my social — 
studies class that's in algebra and that's all. In my other classes there are 
quite a few, especially English. 1 
(Pause.) e 

37 C: Tm trying to think of some way to approach this . . . Suppose you 


were to drop algebra . . . A 
38 S: I was going to take it in summer school, but—uh . . . 
39 C: You think it would be easier to get in summer school? : P 
40 S: Well—uh, it would be easier—uh—do they let you take just OMC 
course in summer school? £ f 
41 C: Yeah, I think so. B t 
42 S: Well, it might be then, then it might be a little easier if I could just 
concentrate on that, and wouldn't have anything else. a 
43 C: You feel as though then it would be a matter of, or it is now a mat 
ter mostly of concentration. Not having the time to get to it. de, 
44 S: I could get it if I just didn't work all the time on it, but [. . - tb? 


what he said . . .] but of course—uh . . . 7 
45 C: It just seems like one of those things that doesn't come easy? — * | 
46 S: Yeah. y j 

(Pause.) | 


47 C: How does your family feel about it?- de, 
48 S: Well, Mother of course wants me to do better, of course, for a grae" ; 
but she wants me to go to summer school and—uh . . . 


( Pause.) ^ y ^ 
49 C: Your mother feels as though you'd do better in summer school? it 
50 S: Well, she's . . . she wants me to go to summer school and make 

up this term. ' i? 

51 C: She doesn't want to see you getting behind then in school, is that 1 Í 
52 S: Yeah. 
(Pause.) 


53 C: This is kind of a blow to your pride, too, 1 imagine. 
54 S: That's the worst, seems like the worst part of it. 


. 55 C: Yeah, that's probably mainly what's the disturbing part of it. 
56 S: Yeah. ^ 


(The second half of the interview is more of the same—with md í 
pauses, nothing introduced but the fact that he does not do well in alge A 
and is disturbed by it. The student, in general, was not very verbal. He Wt 
to want help with his problem, but was somehow unable to talk to the CO 
selor about it.) 


, : jon 
The counselor began this interview K after a brief conversari 
which is not included) by asking the student to tell about himself 2 
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_, his expectations from counseling. In terms of our frame of reference he 
Was saying: What are your assertions? to what extent are they being 
Confirmed? and what is the nature of the conflict, if any, which re- 
sults from disconfirmation? For himself, the counselor was attempting 
to discover how appropriate the student's assertions were, to what ex- 
tent he recognized them, what were the decisions that the student 
needed to make, and what could be done to facilitate his decision mak- 
ing. = 
What did the student say about himself; what was he asserting?. 
Look, for example, at statements 4, 6, 8, 24, and 26. Wasn't the student 
asserting that he was relatively bright, at least was capable of adequate 
‘achievement in school? What, then, was his problem? Again in terms 
of our frame of reference, he was saying that his ability assertion was 
eing disconfirmed in algebra. In other words, he was a good student, 
int he was having difficulty learning algebra. Actually, he did not 
quite admit to this. What he actually said was that he understood his 
#signments but did poorly on tests. 
. The counselor attempted to discover how the student felt about 
his, difficulty, and what conflicts and tensions were produced by the 
Sconfirmations (23, 28, 30). This particular counselor also attempted 
to discover any related problems which might have influenced the 
Achievement situation (47).'As the final note indicates, the remainder 
of the interview was relatively unproductive. The student seemed re- 
"ctant to discuss his feelings about the situation with the counselor. 


/ The following counseling interview took place a week after the 
fitst one: 


SECOND INTERVIEW . | 

A S NEN, velat Gar algebra examination today. 1 did pretty well this 

D Pn However . .. 

3 g. Ys still kind of rough though. 
ta „ Still rough. We had fifteen pro 

4 c, Ft them done. 

5s: This gets pretty discouraging. 
SE Um-hmm. Mother says she thi 

tudy, 


6 c. 

T So you suppose there's something in the way you should study for 
7 Bebra that’s different from the way you study for the other courses? 

ell, I do it the same way. Look at it and then . . . look at it and 

ty it out, then do the problems. " 

feaj, basically, you feel as though you have the ability, 
9 ss you do... 

á Yes, è 


blems and I took the whole period just 


nks maybe I just don't know how to 


g Hen t 
and your mother 
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10 C: ... so there must be something . . . some other thing like study 
habits. 

11 S: Yeah. 

12 C: How do you feel about this? 2 

13 S: Well—uh—I think I should be getting better grades. Specially on 
tests which are my real downfall, of course. 

14 C: Other than on the tests you do pretty well. 


15 S: Yeah. 
16 C: Adequately, anyway. 
17 S: Yeah. 


18 C: Well, there must be something about algebra that makes it harder 
than your other subjects. 

19 S: Yeah, could be, about the only answer I can think of, really. 

( Pause.) P. 
20 C: Have you tried any other study methods, different ways of studying’ 
21 S: Well, I haven't really. I can't think of any others. -— 
22 C: But you feel as though there must be some way you can get it, SO 

way to get at it. 

23 S: Um-hmm. 

24 C: And the way you're doing just isn't doing it for you. 

25 S: Uh-uh. 

26 S: In Latin, when we have to learn vocabulary lessons, and w 
learn the words, and our teacher, you know, she—uh—gives us the 
word and we write out which gender and —uh—it is and write out sin. o 
or plural if it's a noun and which gender it is, the definition, meaning " 
if it's a verb, write the principal parts and meaning and things ie zai 
and I always write the word and the meanings over and over until 
give them. In algebra I write the problems out, and first I. . - nas 
page they have the sample problems, show how to do them, and I do t 
one, you know, do what it says, then I pick some different places on p 
page and, they come out, and then I take the test and I just can't remem 
what to do when I see it and how to do it, lots of times. ¿on 

27 C: You can do them when you have an example in the book, bu 
the test, it's another story. 

(Pause.) tudy 
28 C: It must be kind of a hopeless feeling after you study and $ 

and... 


e have © 
Laun 
gular 


29 S: Teis. 
30 C: And nothing you've tried has improved things. 
31 S: No. 


( Pause.) m help 
32 C: Well, maybe it would help if we talked about ways we migl 

you here. Or what you see that we could do. 
33 S: Well, uh... I dont really know . . 
54 C: It’s kind of hard to really think of something. 
35 S: Uh-huh. 

(Pause.) rades 
36 C: Well, up to now all we've talked about is just your algebra £ 
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and—uh . . . which is really your only problem . . . the only area in 
which you're having difficulty. And if by some way, either by changing 
your study methods, or maybe going to summer school to make up the 
algebra, if you could bring your grade up and not drop behind in your 
class you'd be in good shape. 

37 S: Um-hmm. 
(Panse.) 

38 C: Well—uh—let me see how I can put this . . . outside the algebra 
class there really aren't any problems. 

39 S: No, my Latin and English and social studies are easy, ROTC' easy, 


SO «s 
40 C: So you're really only uncomfortable or disturbed in algebra. 
ál S: Uh-huh. $e 
42 C: Well—uh—so when you're outside algebra—uh—does this dis- 
turbance or difficulty carry over outside the algebra class into other areas? 
If you could just cut the algebra out of your life—uh—say the hour a day 
You spend in the algebra class, if that was just missing, you'd be perfectly 
happy then with the rest of it? . p 
Ycah, cuz I like all my teachers and I don't have a hard time with 
T other courses, it's just the algebra. j we ; 
C: Well what I'm trying to get at really is, and not doing it too wel: = 
uh—does this worry about algebra carry over into the other things you do? 
4 © you worry about algebra outside algebra class? 
+ S: Oh,I guess 1 do really. 1 can say 1 do. : a 
6 C: Uh-huh, Well, does this have any effect on the other things you V 
the way you feel about other things or the way you act outside school? 
Well, I don't really do very much outside school, just—uh . . . I 
4 Suess I don't really worry about it too much outside school. , 
SQ: Tas time we talked you mentioned the possibility of going to sum- 
Mer school. Suppose you just dropped algebra completely, without making 
49. UP, not taking it now or anything . e. y im 
d ^ Well, I'd feel kind of like quitting, and certainly wouldn't like to 
© that. 


5 C: You feel as though once you've started you ought to finish. 
52 8: m-hmm. 


C Even if yo i 
u fail. : 
T" ell, if " were failing, maybe it would be a better thing not to, 
de . f - I suppose it really would be a better thing to do, take math if I 
ere failin 
54 c. ES 
55 ` You mean take another math course? 
56 c. Yeah. Just take math instead. 
57 s.  20W do you feel about this? h í 
i a Wall Gh md rather take algebra. Of course, math is much easier. 
58 c P'obably have more time to do other things, but . Il . 
59 s. zl be kind of hard to have to admit you couldn't handle it. 
60 c. Ss. Thats it really. 
e Ould it hurt Y more that other people then would know you 


Weren't handling it or that for your own self-satisfaction? 


52 Counseling in Secondary Schools 


61 S: Probably for my own . . . what do you mean? , Í 

62 C: Well, would you feel badly from your own point of view, just that 
you knew you weren't handling it, or would you be disturbed more by 
the fact that other people knew you weren't handling it? 

63 S: 1 guess I'd feel badly just if I knew I weren't handling it. 

64 C: Uh-huh. 

65 C: Just a matter of your own pride. 

66 S: Uh-huh. Of course it would be a little upsetting to have all, every- 
body else know you couldn't do it. ih 

67 C: If you managed to stick it through, though, and say, came out Wi 
a D, how would you feel about this? 

68 S: Well it'd be a little better than flunking. It wouldn't be as good as 
getting a better grade in another course. di 

69 C: What you'd really like to do, of course, is stay in algebra and get 
C or a B. 

70 S: Um-hmm. Or an A if possible. 

71 C: Yeah. Well, what seems to you now to be the most likely thing that 
will happen? 

72 S: Well, exactly what do you mean? 4 

73 C: Well, right now, if you were trying to predict what the situ? 1 
will be in June, what your grade will be in algebra, what's the most likely 
thing that will happen? ; 

74 S: TIl probably Bet an awful grade. Take it over again or something: 
In summer school. 

75 C: If you get a D will you go to summer school then? 

| 


ation 


76 S: Um-hmm. 

77 C: This isn't exactly the most desirable thing, I guess. 

78 $: No. 

79 C: Well, suppose you went to summer school, and got a C or pas 
anyway, got a C or better, then would you have another year of alge 
coming up? 

80 S: I'd take algebra II, I guess. Go on. 

81 C: So really your problem now is just how to stay out of summe 
huh? 

82 S: I suppose so. 

85 C: Other than—well—other than the fact that you're kind of un 
about the grades you're getting. 

(Pause—3 minutes.) 

84 C: There just doesn't seem to be much more to be said. 

85 S: Hmm. I don't know. 

(Pause—2 minutes.) bout 

86 C: Could you tell me any more about the way your mother feels # 
this? ^ 

87 S: Well, she feels I should be doing better. Can't really think of any 
thing else cuz I've really never stopped to think about it. 

88 C: Are there other members of your family? 

89 S: I live with my mother, grandmother, and grandfather. P 

90 C: Do you talk about it at all with your mother and grandparents! 


sed 
bra 


i: school 


happY 
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91 S: Mother's been helping me with my algebra. Its still awfully hard. 

92 C: Once you've stated the problem, it's kind of hard to find what to do 
next. 

93 S: Yeah. (Sigh.) I never did really see what I would use the algebra for. 

94 C: It seems in a sense not a very useful subject. 

95 S: Yeah. I like to do sales work whenever I want and—uh—we took 
a test in social studies class, and I rated highest in persuasive work, trying 
to sell something, and . . . 

96 C: So really algebra doesn't have too much meaning for what you'll 
do later. 

97 S: No. 

98 C: Ye you feel as though you ought to take it. (Pawse.) Especially in 
those areas where you do do well, like sales work, algebra doesn’t seem to 
fit too well. 

99 S: Um-hmm. 

100 C: Does the problem then come down to trying to find your way out 
Of this situation without getting your pride chopped down too much? 

101 S: Well, kind of. 

(Pause.) 

102 d Well, shall we call it a day for now and talk about it again next 

week? 


. n the second interview the counselor attempted to explore addi- 
tonal problem areas with the student. That is, he attempted to discover 
additional assertions that the student was making about himself. State- 
Ments 36, 38, 40, and 42 illustrate his initial attempt. He met with 

ittle success, but because he felt that there were important assertions 
and conflicts which hadn’t been brought out, he tried a slightly differ- 
Ent approach (44, 46) with a little more success (49-67). j 

The counselor's feeling that many assertions were either not being 
Stated or not recognized by the student was reinforced by the section 
JUst referred to, Thus, from statement 84 through 91 he made a further 
attempt to help the student verbalize his difficulties. As a postscript, it 
May be of interest to know that in the third interview the counselor 
asked the student to complete a paper-and-pencil problem inventory, 
“nd then used the results as a method for bringing up problems for 
ue ssion, The student continued to have difficulty verbalizing asser- 

‘ns, but was willing and somewhat more able to discuss areas which 

* had checked on the inventory. 


PARTS AND OBJECTIVES 


intained, and 


In a broad sense, a counseling session is begun, maint 
s in terms of 


ermi ; dup RA 
Minated. One could, then, discuss counseling interview 
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these three parts. Obviously, this division is not an absolute one. Actual 
counseling interviews cannot be expected to conform to it. The division 
has value only as a convenience in talking about counseling, and not 
in planning actual counseling. To this end, then, we will discuss be- 
ginning an interview and the functions of the main body of y 
view in the remainder of this chapter. Because the main function O 
beginning an interview is to facilitate what happens during the "e 
the counseling session, the two "parts" are treated differently in 
following discussions. 


Beginning a Counseling Interview 


How do you begin a counseling interview? Sometimes you cs 
counselor) do not have to begin it; often you do, but in different “eN 
with different students. Take, for example, the case of a ninth-gra P 
student who is experiencing professional counseling for the first P 
The student is asked to come to the counseling office during his pu 
period. Here is how three different counselors might begin the inte 
view. 


COUNSELOR A 
l C: Good morning, Hank. Won't you have a seat? 
2 S: Thank you. | and 
3 C: Well, I suppose you are pretty confused by being in high schoo oon 
all, aren't you? Most students are, but you get used to it and pa ou 
things seem much better. How do you like your teachers? Do we work Y 
too hard here? (Laughs.) 
S: Yes, well I guess so. It's different from junior high. adi 
C: We met for just a few minutes during the first week of school id A 
told you then that I would meet with you several times while you a 
high school. Well, today is our first counseling interview and it's for 
ing your courses for the next three years. ean? 
S: You mean I have to choose all my courses now? What do you e. 
C: That's right, Hank. We think it works out better when students ge 
a course plan for high school. We make the plan now so that you can is 
off to a good start. You see, we actually write your choices down p 
form. Of course, if you have trouble, such as failing a course or some! 
it's possible to change your choices. 
8 S: Oh entet: 
9 C: Well, let's start by finding out what occupation you want tO 
What do you want to be? aybe 
10 S: Gee, it's hard to say. I like math and science, so I thought ur 
being a doctor might be good, or an atomic scientist, but they take M a 
11 C: Well, if you want to be a scientist or doctor, you'll have to id be 
heavy college prep program. Probably college prep program A wou 


vA 


NG 


A 
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best for 
ble nn have several choices in that program. Here is a list of 
electives for next year. Which two appeal to you the most? 


: 2 ie A? What's that? 
: It's a program. You know. We have different programs for students 


Planning to do different thi 
i ings. Now, how about al, ebra and biol: f 
next year? Then in your junior year you could take : 246 M] 


COUNSELOR B 


Te Come i 
in, Hank. 
: s Thanks. ank. Have a seat. 
5 S: on have you been since our brief meeting the first week of school? 
5 C: That’ P 
/ : whil Um s good. How do you like high school now that you've been here 
Pretty good. It was a little mixed up at first because everything was 


20. - but 1 got used to things. 

8 s. m are things going in class? 
work MD I guess. It's hard to tell since we don't get grades on our daily 
doing b y report cards weren't as good as they could have been, but I'm 
UR etter this semester. At least I hope I am. That English is sure a 

ots but I'm doing better. 

2 ell, that's good. Tell me, have you thought about your program for 

10 g, Xt three years? 

lc pus do you mean? 

, 5. I mean, have you thought 
12 high School? A p 
Be "E of, but not very much. 

hat's why I called you in to 
io e: meet with their counse 

ba € for the next three years. We pla 

Josele a senior wanting to take a certa 

juni ause you didn't take the right courses 
l4 tor years, 

lon Gee, I don't know what I want to take when I'm a senior. That's a 
15 Go Wey of. 3 

AP really, only three years. It's 

you f Jt would help if you were to te 

T6. & Dish school. 

1 c. Gee, I don't know. 

Ja oh pl you want to go to college, 

I don't know. I suppose I'll have to join the service som 


bout the courses you would like to take 


day. During this time of the year all 
lors to decide what courses they plan 
n this thing out so that you won't 
in course and not being able 
during your sophomore and 


ninth.. 


important for you to plan ahead. 
Il me what you want to do when 


or go to work, or join the serv- 


etime. 


19 c. 
* In what branch are.you interested? 
: a CE COUNSELOR C 
8: me in, Hank, and have a chair. 


hanks, 
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3 C: Im Mr. Jones. Do you remember our short visit at the beginning © 
the school year? 


4 S: Yeah. 


: ; ive 
5 C: You may remember my saying that from time to time I — 3 di 
you an opportunity to discuss your educational and eg p 
any problems that you might want to talk about. Do you? — — d 
G S: Yes. You said that you would be calling me in sometime in 
semester. I guess that's why I'm here. . oF 
T€: Mes; e you er want to talk about your high shon Pa 
gram with me. Maybe discuss your plans for an occupation à 


ike to 
E “ou like t 
courses you want to take during the next three years. Would yo 
do that? 


8 S: Yes, that’s okay. 


As 

9 C: Maybe it would help if I told you what you can expect m 

I told you before, I'm your school counselor. Each counselor has 5 adeat 

of students with whom he counsels during their high school Lets AE 

are assigned to counselors, but if at any time you want to see anot S selon 

selor you are perfectly free to do so, even though I'm your regular xen an- 
You can change that, too, Hank. If at any time you would rather 


e 
arrang 
other counselor for your regular counselor, let me know and I can 

it for you. Okay? 


10 S: Yes, I see. 


i ents 
11 C: Let me tell you a little about counseling. If you are like most BT 
you have problems from time to time that you want to solve. Hig difficult 
students are faced with many decisions, and oftentimes these are what 
decisions to make. For example, you have to decide on courses, o ities 
you want to do after high school, and on what extracurricular ji ic 
to join. Some students have personal and family problems ea you 
they want to make decisions. What we do in counseling is to pon stand 
with help in making these decisions. We can help you better ec help 
your abilities and aptitudes, your interests, and so on. We can als ‚ortant 
you get information about jobs and colleges. And, perhaps most Imp ings 
of all, we can discuss these things with you. Talking about hee em 
often helps people to better understand themselves, and thus they CA ne t? 
better decisions throughout the rest of their lives. Maybe I've 80 
fast. Can you tell me, now, what counseling is? 


¡mes 
12 S: I think I understand. You help kids choose courses and somet! 
work out personal problems. 
13 C: You see counselin 
14 S: Well, I guess you 
what we are going to do 
15 C: Yes, that's what we try to do. Does that appeal to you? 
16 S: What do you mean? 


17 C: Do you want to discuss these thin 
18 S: Yes, that would probably help. tell you 
19 C: Okay. There are a couple of other things which I want to u in he 

about counseling. First, you make all the decisions. 1 try to help yo 


B as a way to choose your courses. ¿ve decidiog 
help us with more things than that, like d 
for a vocation, I mean. 


gs with me? 
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ways I have described, but only you can make your own decisions. You 
may want to discuss the things we talk about during counseling with your 
parents or teachers, and that's certainly okay. But because you are the one 
that has to live by your decisions, it would be poor business for me to 
make them for you, even if I could, which I can't. The other thing is that 
Whatever we say is confidential. That is, whatever we say is just between us. 
I don't discuss what we talk about with the principal, your teachers, your 
parents, or anyone else. Now, what does all this mean to you? 

20 S: Well, I think it means that you are not going to tell me what to do, 
and that you won't tell anyone what I say. 

21 C: Yes. Do you have any questions? 


22 S: No. 
23 C: Well, if you should think of some, please ask them. 
24 S: Okay. 


25 C: Now, one thing we like to have ninth-grade students do is to think 
through the next three years and the courses that they would like to take. 
We hope that in this way school can be of greater service to you by help- 
ing you prepare for your future. Maybe this is a good place to begin. Would 
you like to tell me what you hope to do in the future? 

26 $: 1 plan to go to college, of course. I'm not sure what I want to be, 
but it will probably be something like an architect or engineer. 

27 C: I see. 

28 S: I like math and I like to draw. I've already drawn some building 
plans—one for a gas station and one for an airport. My brother is studying 
to be an architect and he had to design an airport. He showed me some 
of his stuff and so I thought I would try it myself. He let me use some of 
his tools, you know, rulers and things. I never realized how much there 
Was to drawing plans. I finished mine in a day and then when he told me 
all of the things that I hadn't done—boy! But anyway, my brother likes 
architecture and he thinks it would be good for me, too. 

29 C: You would like to do the same kind of work that your brother does. 


. These three interview excerpts portray counseling behavior dur- 
Ing the first part of a counseling interview. They have been presented 
ere to illustrate several aspects of the counseling process. 

Unless there is good reason to believe that a student knows what 
to expect from counseling, it is important that a general explanation 
be offered to him during the first counseling session. This procedure 
is often referred to as structuring. Structuring is important for at least 
two reasons. First, it lets the student know what he can expect from 
the Counselor, and what he should not expect. It helps to define the 
counselor's role. Often a counselor can also define the student's role 
E Counseling, again in general terms. Second, structuring is important 

Ccause it gives the student some idea of the counseling process. In 
n Crvising practicum-counselors the author has frequently found that 
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two or three counseling sessions have taken place before the counselee 
discovered what was going on. Such uncertainty of purpose on the part 
of counselees inhibits the establishment of an effective counseling 
relationship. 3 

Of the three interviewers, only Counselor C did a thorough job 
of structuring. Counselor A did little if any structuring. He dictated the 
purpose of the interview to the student in a few words and let it go at 
that. He failed to recognize or deal with the confusion and reticence 
evidenced by the student (6 S, 12 S), and he did not make any d 
tempt to determine whether or not the student was even interested in 
discussing his program. . 

Counselor B did a partial job of structuring. He explained the 
purpose of the meeting, but failed to give the student an idea of how 
that was to be accomplished. Both Counselors A and B failed to discuss 
the responsibilities of the counselor and the counselee in the counseling 
process. We should not be surprised if these students failed to see any 
difference between counseling and advising. 

Counselor C was careful to explain to the student both the puf- 
pose of the counseling sessions and the general nature of counseling 
Notice that he was careful to appraise how well the student understo 
what had been said by getting some feedback (12 S, 13 C, 14 S, 15 C 
The counselor also began to practice what he preached. After wu 
the student that he, the student, should make the decisions in counser- 
ing, the counselor asked him to decide whether or not he wanted to £9 
on with the session. 

Structuring is more than telling the counselee what to expect 
It also involves behaving in a manner which will communicate thé 
nature of the counseling relationship to the counselee. As a matter O 
fact, some counselors feel that verbal structuring as such is unneces 
Sary, and that it actually misleads the client because, by itself, it # 
always inadequate. The latter point is valid, but it does not follow that 
structuring as such is misleading. Some counselors can establish the 
nature of counseling with some counselees in a brief period of time 
without ever engaging in formal structuring. Some students need more 
structuring than others, and a poor job of structuring can raise mor? 
anxiety than it alleviates, However, the high school counselor, becausé 
of his short-term contacts with students who are often unfamiliar W! 


the counseling relationship, pains by structuring. It is important 8 
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E EN behave within the structure he has provided. If he does 
he cturing is of no positive value. 

"m i lr = to comel effectively, the counselor obviously needs to 
le abes cama i the counselee. Rapport is dynamic, and often 
continually E : ing e counseling session. For this reason, the counselor 
CUBO Kann pts to develop and maintain good rapport. Counselor 
fX anch tn co empt to establish rapport with the student. Counseling 
simply en xs with other person-to-person relationships. It is 
Goun slor Ba : of common sense to make the counselee feel at ease. 
fem eia ad to do this in terms of general small talk about 
Coitelo C m the comments of Counselors A and B with those of 
ing. He ES Ser C related the present session to a former meet- 
Cause he did = = talk about any particular area of concern be- 
bns Bor E Xe what areas might be problem arcas for the stu- 
asking the za deri - B attempted to establish rapport by 
innocent quest ias ow he liked high school. This appears to be an 
and had devel ion, but if the student had been unhappy in high school 
ave be loped very negative feelings about it, the question might 
en quite disturbing to him. He might have reacted in several 


Wa 
5. He could have been frank about his feelings, but would probably 
ho as far as the stu- 


aculty members. Or, 
offending the coun- 
back feelings. Nei- 


Ik at the beginning of an interview 
with some discussion about the 
ike. The point is that the coun- 


> 
he says to the counselee is, 


Si 
Selor a way going to influence initial rapport. When a school coun- 
ays, "Hello, Jane, I don't know you but I know your older sis- 
d beginning. It is also possible, 
ster, that he is destroying 
. The more a counselor knows about 


Coun, 
se : r à A 
o lee, the better he can predict the influence of his own behavior 


* counselee, 
e sad. three interview excerpts als 
to help establish rapport. If 


o illustrate how acceptance can 
counseling does nothing else, it 


60 Counseling in Secondary Schools 


should provide an atmosphere of acceptance in a pos w—— 
can work through his problems without pressures and without i 
sions of disconfirmations of his daily environment. The counselor gi * 
neither his approval nor disapproval to the expressions of the Sd 
selee. He simply accepts. Obviously, in more subtle ways, accep on 
can and does serve to reinforce the counselee. But it reinforces E 
student's self-confidence, his willingness to think about problems m : 
make decisions, rather than the content of particular garam xe 
he makes or feelings that he expresses. More will be said about t! an 
ture of acceptance in the following chapter. Notice, however, ei 
ments 14 S and 15 C of Counselor B. In a sense, the counselor m 
saying, “Let's plan for the future,” and the student was asserting et 
the future was too far off to get very concerned about at that er 
Counselor B reacted to this assertion by rejecting it and prov! ie 
a rational argument for his rejection. Whether or not the ge 
was correct is not the point. The counselor failed to — De . 
feeling expressed by the student. As a matter of fact, he even s d 
to recognize the feeling. It makes little sense to proceed with plann 2 
for the future unless the student feels that such planning is importa : 
The result of the counselor's failure to deal with the student's u 3 
of feeling is evidenced in statements 16 S and 18 S. Rapport m * 
down and the student was reluctant to put himself in a position W. ne! 
the counselor could disconfirm more assertions. . me 
It is difficult for the counselor to provide an accepting ame 
without knowing how well he and the counselee understand each ot i? 
For example, Counselor C was continually attempting to get a 
from the student so that he could appraise the student's understan = : 
of his remarks. Notice that in statement 13 C he also fed back to is 
student his understanding of the student's remark. Statement 12 S = 
dicates a certain misunderstanding on the part of the counselee. ia 
reflecting this to the student, the counselor was able to test the 
understanding by accepting what the student said. The counselor co" : 
have merely corrected the student, but this in itself would have bec 
a rejection. That is, in effect the counselor would have been sayi9& 
"No, already you don't understand!" wv 
Another point about beginning an interview is illustrated in e 
three examples. After some attention to structuring and rapport, = 
important, of course, that the initial problem to be discussed um 
be stated. In the kind of interview illustrated, the initial outcome 
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the i i z 
= en Een ‚educational plans) and the actual problems to 
mios y = quite different. The counselor really has few ways 
Worked cin n efore the interview what, if any, problems need to be 
beginning — y part of educational planning. One purpose of the 
poblem. ano E 2 counselor-scheduled interview, then, is to identify 
the stated purpos em | seva an rp planning (or whatever 
Statements 10 S and 11 C y i een a oy Y! 
Preparation time involved ^ hi i sh = de] ^s 
Stident should have b ved in his tentative occupational choices. The 
eration. To C ave been given an opportunity to explore this consid- 
trial ae B, the student revealed a problem area that 
Started coopera EN is educational planning (statement 8 S). The student 
with "Well I leas in 85, but the counselor reacted to the final idea 
the matter of "s s good, thus apparently making the assumption that 
What the studen pg. meris no longer worried the student. In view of 
trast, notice th i said, the assumption 15 not necessarily valid. In con- 
„The es 4 ast several statements in the interview with Counselor 
tion that he OE WAS able to perceive and react to the student's asser- 
May not ha n like to be like his brother. The statement may or 
of this Mid een true, but it was important for the counselor to know 
tiona] ude because of its potential influence on the student's voca- 
planning. 
cie section, three aspects of beginning a counseling interview 
t tough acc iscussed—namely, structuring, establishing initial rapport 
Should be : + a and helping the counselee state his problems. It 
Srably. Th vident that as suggested earlier these aspects overlap consid- 
then hel : counselor does not structure, then establish rapport, and 
attempts to s client state his problem. At the start of the interview, he 
make a beginning on all three. As counseling progresses, 


"estructurin =D i 
8, rebuilding rapport and redefining the problem may all 


com, 
x e : 5 ; 
tions f necessary. Nevertheless, specific attention to these considera- 


to mie ; : f : 
m the beginning will result in more effective counseling. 


have 


Ob; 
lecti B 
Ives of the Counseling Interview 


a cone Previous section described and illu 

S present tig interview with secondary sch 
“Pplicable ed because none is available that wou 
Rearly all . The considerations discussed, however, ar 
counseling interviews. Now let us focus on the purposes and 


strated the beginning part 
ool students. No formula 
ld be universally 
e relevant to 
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functions of the main part of the counseling interview. This is an even 
more difficult task. The similarity of one high school counseling inter- 
view to another, evident at the beginning of counseling, diminishes 
considerably once the interview begins. Because each counselee and 
each counselor are different, the counseling relationship they develop is 
unique. However, an orderly view of counseling may be had if we 
look at it from several general perspectives: first, its general purpose 
or function; second, counseling technique; and, third, the several kinds 
of interview tasks and the procedures employed to accomplish these. 
As indicated earlier in this chapter, technique and procedure will be 
discussed in the following two chapters. The remainder of this chapter 
will deal with the main body of the interview in terms of the general 
functions of counseling. 

One major purpose of counseling is to help the student under- 
stand himself and his environment, such understanding being req- 
uisite for making meaningful and effective decisions. This purpose can 
be accomplished to a great extent by noncounseling activities. Group 
instruction and discussion can often be employed effectively. There 15 2 
point, however, one that is probably different for each student, after 
which he can benefit most in self-understanding from counseling. For 
example, well-planned group instruction on test results can be bene- 
ficial to most students. Students can be taught the language of test 
results and given descriptions of their test performances. Then they 
can listen to lectures and Carry out exercises to insure a thorough 
understanding. This essentially is the method of teaching, and an effec- 
tive one in most cases. For example, the history of World War I can 
be made to come alive for most students through effective teaching 
methods. Through such experience, few students will achieve a spe 
cifically accurate notion of the events and their causes. Rather, they 
will gain a general understanding which, for most, is sufficient. Few 
students, through teaching, will come to understand what the content 
they have studied means to them personally. This, too, is not crucial. 
However, when the student is attempting to understand his own scho- 
lastic aptitude, for instance, as a basis for making decisions that he will 
have to live with for the rest of his life, it is extremely important that he 
understand to his greatest ability just what the test results mean to him- 
Providing such understanding usually involves something more than 
traditional instruction. It entails helping the student relate the test re- 
sults to the normative data the counselor has, and to his own unique 


A General Perspective of the Counseling Interview 63 


experiences and assertions about himself. This is a task that is probably 
new to him, a task he may find confusing and often threatening. lt 
may disconfirm many of his assertions, raise new problems, and stimu- 
late conflicts. It is with these aspects of student problems and behavior 
that counseling is intended to help. A function of counseling is to help 
the student accomplish current self-understanding so as to provide a 
meaningful basis for future self-understanding. The factors involved in 
self-understanding include abilities, achievements, aptitudes, interest, 
values, and relations with others. These will be treated specifically 
in Chapter 6. 

In understanding various aspects of their environment, as in 
understanding themselves, students can get a great deal of information 
through regular teaching methods. But, in order to understand what 
this information means to them, students need opportunities to relate 
1t to their own experiences and perceptions. They need to understand 
What high school can mean to them, the personal implications of non- 
Occupational job entailments, the influences of family and friends on 
their educational and vocational plans, and other matters of like im- 
Portance. Counseling can help students accomplish such tasks. 

Another general function of counseling is to help the student 
accept information about himself and his environment—not accept 1n 
the sense of finality or predeterminism, but in the sense of behaving 
according to his self-understanding. The difference between under- 
Standing and acceptance is not always clear. Indeed, some counselors 
feel that real understanding implies accepting in the sense just given. 

n example or two will point up, however, the distinction between 
Understanding and accepting. à 

A senior in high school had seen the results of several achieve- 

Ment-test batteries he had taken during the last few years. He had 

iscussed these in a social studies class and had talked with his coun- 
Selor about whether or not the achievement scores indicated he could be 
Successful in college. The scores were such that his chances for re- 
Maining in college were about 10 out of 100. The counselor had 
Worked through these data with the boy, as well as other data pertinent 
to his decision. The counselor felt that the student understood his 
Chance for success in college and on several occasions he had obtained 
feedback to this effect. However, as a senior the boy applied to several 
Colleges and entered competition for several scholarships. He was not 
Accepted at any of the colleges, and the counselor received reports of 
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his low scores on the scholarship examinations. He saw the student 
again and was reassured that the student understood his go es 
aptitude and achievement status. The point is, of course, that while the 
student understood his status, he had not accepted it. He did not behave 
in terms of what he understood about himself. 

Another student, a junior girl, disclosed to her counselor the fear 
that she was pregnant. With the counselor's assistance, the girl in- 
formed her parents. The counselor helped to arrange a medical exam- 
ination which confirmed the pregnancy. The counselor then x nte 
several sessions with the girl and her parents, both individually an 
together, helping them understand the implications of the pub 
as it affected the girl's remaining in school, and describing severa 
means of referring the student to appropriate agencies for help. Both 
the parents and the girl gave every indication of understanding an 
implications and the steps involved in a referral, However, the git 
remained in school. On a follow-up the counselor discovered that ei 
parents had made no attempt to complete the referral he had helpe 
them initiate. He saw both the girl and her parents again, learned that 
they thoroughly understood the whole situation but had simply nof 
been able to accept it. 

These two illustrations are dramatic, but they are atypical only 
in degree. Counselors continually meet with students who to a lesser 
degree have not accepted what they understand about themselves. They 
have begun to experience disconfirmation of their assertions and they 
show redundant behavior. No amount of understanding alone ©? 
provide them with a basis for making more appropriate decisions. 
They must accept as well as understand. E 

As we have seen in Chapter 2, counseling sessions with secondary 
school students are frequently concerned with helping students defined 
decisions that need to be made. More is involved here than helping 
students identify problems. Most students are aware of their problems 
to some degree. For example, an underachieving student, while not 
able to analyze his difficulty, can usually recognizes that it exists, an 
he typically experiences concern over it. Similarly, students who are 
unable to establish satisfactory peer relationships are of course troubled 
and recognize an unsatisfactory state of affairs, even though they have 
not been able to see the causes of their predicament. Counselors can 
serve students by helping them clarify problems. 

One method of accomplishing this is to help students discover 
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the various alternative courses of action available to them, and the 
probable incidental effects of each. In terms of our basic frame of 
reference, the student is faced with the responsibility of making gen- 
eral or specific decisions, or both. The counselor can help him to 
perceive the various alternatives (including the decision not to make 
decisions). A more logical approach might suggest that the counselor 
make a somewhat didactic analysis of a problem situation before 
helping the counselee clarify needed decisions. Such analysis is un- 
necessary, however, when attention is focused on decisions. In the 
Process of clarifying alternatives and defining decisions, the student 
will attend to the pertinent factors in his problem, and will become less 
apt to confuse basic issues with side issues regarding the cause of 
his present situation. If causal past events are important to needed 
decisions, they will be considered. If they are not important, they will 
be given little, if any, attention. A basic function of the counselor, 
from this point of view is to help the student maintain the decision- 
making frame of reference. The following case summary is an illus- 
tration. 

At the beginning of his senior year, Bill saw his counselor for a 
Scheduled senior interview. He had planned to attend college ever 
Since enrolling in high school and had taken the college preparatory 
Program, maintaining a strong C average for two years. During his 
Junior year, Bill's counselor had discussed aptitude and achievement 
test scores with him. Every standardized measure of scholastic aptitude 
available for Bill placed him below the 55 percentile. Standardized 
Measures of achievement were appropriate to his aptitude scores. In 
the interview, the counselor raised the question of college attendance. 


a 1 Bill, would you like to tell me about how your college plans are coming 
a ong? 
Es I still plan to go State U if I can get in 
S You're a little concerned about being admitted to State U? 
: A little. I think my grades could be better. 1 mean—they're average. I 
¿haven't any F's or D's, but they could be higher. My G.P.A., I mean. 
S: You have just a little over a C average, right? 
* Yes, and from what people say, it should be at least a B. I can apply 
though, at least. That's the only way to find out, isn’t it? Do you think 
they will let me in? What if I can bring my grades up this year? If I could 
get all B's this year, that would help, wouldn't it? 
_ That would raise your total G.P.A., wouldn't it? What would be involved 
,'^. accomplishing this, Bill? 2 : 
* Harder work, I guess. And really sticking to my decision to do it. It 
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would take a lot of work, especially since my senior courses will be tougher 
than any I've had before. p ae 

C: Making up your mind to work harder and staying with it? 

S: IfI can do it, yes. 

C: If you can make up your mind? i 

S: No, if I can work harder. I mean, if I work hard, have I the ability? 

C: We talked about ability last year. Do you remember some of the things 
we discussed? ald 

S: Yes, very well. I'm a little above average, and we thought that I wo ; 
have to work very hard to succeed at State U. I've been trying to apply 
myself since our talk. : — 

C: You're taking the science and math courses required as prerequisites 
pharmacy majors, too. 

S: I almost got a D in chemistry. e 

C: Bill, when did you first begin to think about being a pharmacist? T 

S: In junior high school, I guess. A neighbor was a pharmacist and ee 
me about it. After that I’ve just sort of assumed that I would go into p! 
macy. 

C: It just sort of happened? 

St "Yes. NO 

C: Would you like to take a few minutes and think about your decision : 
become a pharmacist? I'm not trying to change your mind, Bill. Hors 
deciding to go to college is obviously one of the most important decisio 
that a person makes. It may help to talk about it. Do you want to? 

S: Okay. Where do we start? 

C: Well, perhaps we could Bet the total picture by seeing just how many 


alternatives you have Open to you when you finish high school. What are 
some of them? 


S: You mean things I could do? me 

C: Yes, for example, you could decide to go to State U. What are so! 
other possible decisions? d— 

S: I see—I could go to work, or join the services, or just bum aroun B 

that’s a possibility. Or I could —well—regarding a school—enroll m E 
trade school, or become an apprentice. We read about those things 19 E 
vocations unit last year, Or locally, I could go to City Junior College—? 
as I said, State U. 

C: There seem to be many alternatives. 

S: I could think of more. 


C: You didn't mention any 4.year college other than State U. Is that 2 
possible alternative? 


S: Sure. 
C: Would you like to tell 


me how you feel about some of these? For X“ 
ample, why are they, 


or aren't they, appealing to you? 

S: Well, work, for example. 1 ek Im ies high school, doesn’t ofer 
much future. I think that an education should come first. You almost hav 
to have an education these days to get any place. 

C: An education is important in itself, 
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S: In a way—but really it's what you can do with what you learn. 

C: Perhaps it's not so much the way you obtain vocational abilities, but 
having them that counts. 

S: Yes, but college is the only way to learn some occupations. 

C: How do you feel about occupations which involve training, but not 
necessarily college training? 

S: I don't know much about them, but I wouldn't have any objections as 


long as they had a future. 
You want the security of vocational training. It's not just the present 
but the future that is important. 
S: That's why college seems so important—for the future. 
C: Isit college or having some occupational abilities to build on? 
S: The abilities. I guess the rest is up to a person himself. 
C: If you are correct, then what things do you know al 
should be a part of your decision to go to State U? k 
S: I see what you mean. We're back to my ability again. Even if I get in— 
there's a good chance I would flunk out. You know, I've worried about 
that before, quite a bit. But I just can't see going to work after graduation. 


s You want more education. 
: What you had me list a few minutes ago—can you tell me about other 
Ways to get training?—with a future, I mean? Like, for example, what 


about J.C.’s? Are they all like the one we have? 


In the case just cited, the counselor tried to help the student ap- 
Proach his problem from the decision-making perspective. Obviously, 
the student's problem had many complexities which were not men- 
tioned. One of these, the factor of status and peer group values, 
€ventually was introduced in the counseling session by the counselor. 


Other factors were not, even though they were important from a 
causal perspective; the point being that a causal perspective was 
e of making an appropriate 


irrelevant. The student's problem was on à [ 
educational decision and doing so with awareness of possible entail- 
ments. Such a goal is accomplished if the counselee is helped to inter- 
ere with his on-going behavior, and thus allowed to replace it with 
More appropriate behavior. ; 

Two additional counseling functions that occur quite frequently 
are also illustrated in the interview. The first is motivating the student 
to work on a problem. Bill, for example, would probably have gone 
along with his plans until some crisis forced the issue. Had he applied 
to the State University for admission, and been turned down, he would 

ave been forced into a new pattern of behavior. Had he been ac- 
Cepted and failed, or accepted as a freshman and rejected by the phar- 
Macy department, he would have again been forced into a crisis situa- 


bout yourself that 
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tion. True, he might have been able to fulfill his educational plan, but 
there was considerable evidence to the contrary. In either case, chance 
seemed to be the basic determinant until the counselor helped motivate 
Bill to work on his problem and, thus, at least anticipate what would 
most probably happen were he to maintain his decision. 

The case of Bill also illustrates how students may be helped to 
distinguish between immediate and ultimate implications of decisions. 
This is one important arca of growth during adolescence in our culture. 
In counseling sessions there is frequent opportunity, and in fact, neces- 
sity, for helping students make such distinctions. In the latter part of 
the interview, Bill and the counselor worked through the status 1M- 
plications of college attendance. Such things as the persistency of peer 
status, the influence of college failure on status, and the changes 19 
status symbols during a person's lifetime were discussed. Bill gave 
indications that he had been thinking only in terms of the immediate 
implications of his decision, to the neglect of ultimate implications. 

There is one further basic function of counseling. Regardless of 
the particular problem content of a particular counseling session, 
counselors should be concerned with making it easier for a student to 
benefit from future counseling and other assistance. Certainly, one or 
two counseling sessions will not prepare a student to solve all of life's 
problems. While a counselor hopes that his help will not be limited to 
immediate problems, but will carry over to problems and decisions IN 
the future, it is obvious that other assistance will be available tO 
counselees during the coming years. A do-or-die, do-it-all-now attitude 
can have an undesirable influence on a counselor's effectiveness with 
students. It sets unrealistic and unreasonable criteria for counseling» 
and thus dooms counselors to feelings of unnecessary frustration an 
failure. By helping the counselee perceive his problems in a broa 
perspective of long-range implications, and by doing so through 2 
counselee-counselor relationship which emphasizes self-acceptance, 
honest decisions, and self-responsibility, the counselor helps the cout 
selee to derive greater benefit from future assistance. As a student 
and as an adult, the counselee will receive from others counseling, ad- 
vice, enticement, threats, arguments—all of which may be useful t? 
some extent, depending upon his ability to relate to others with aware 
ness and acceptance of his own strengths and weaknesses. To reiterate, 
an effective counseling experience, in addition to helping with immedi- 
ate problems and providing skills for future decisions, should also IM 
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crease the ability of the individual to benefit from the noncounseling 
assistance offered by others. 
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Counseling Techniques 
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Techniques in counseling are not like techniques in surgery Or 
law. The counselor has nothing analogous to surgical skills or legal 
maneuvers with which he can accomplish his objectives. His main 
stock in trade is his ability to understand and communicate with 
counselees. To say that he accomplishes this by using various techniques 
is both correct and a little misleading. For example, a skilled counselor 
can read a counseling interview typescript, and judging according to 
predetermined categories of counseling techniques, can identify most 
of the counselor responses as one or another of these. In this ‘sense, 
the concept of counseling techniques is a valid one. It becomes mis- 
leading when we assume that during the counseling interview the 
counselor deliberately chooses this technique or that technique by 
name or nature and uses it to accomplish a specific task. Certainly this 
is done to some extent by all counselors. There are probably some 
techniques which, more than others, counselors tend to employ put 
posefully. For the most part, however, the way the counselor responds 
depends on what he is attempting to communicate to the counselee. 

Because of this, many writers have thought it unnecessary or un- 
wise to give much emphasis to counseling techniques. They have 
assumed that concentration on techniques will lead to a superficial 
kind of counseling, and further, that techniques can be developed only 
through experience in counseling. The latter point is valid, but there 
ate at least two considerations peculiar to secondary school counseling 
which justify devoting considerable attention to techniques per S¢ 

In the first place, high school counselors in general undergo 4 
different kind of professional preparation than do counselors in college 
and university counseling centers, medical institutions, and private 
practice. Counselors in these situations usually have a longer period © 
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professional preparation than the typical high school counselor, and 
One that includes at least a year or more of interning. Thus they are in 
a position to develop counseling techniques in a more or less intuitive 
manner during relatively extensive interning. Although a number of 
secondary school counselors spend some time in a practicum or field 
experience course, their experience cannot realistically be considered 
comparable to an internship. Whether or not internship should be 
provided is not the point here. However, because the school counselor 
typically does not have an extensive opportunity to develop techniques 
through interning or its equivalent, it seems reasonable to provide him 
With some fairly specific instruction in techniques to compensate for 
the lack. Of course, the student must approach the section on techniques 
with the reservations which had been stated earlier. 

The second justification for giving special attention to counseling 
techniques per se stems from the differences between the working 
environment of the high school counselor and that of other counselors. 
The high school counselor is much less clinically oriented. While he 
does have a few counselees who come to him or are referred to him 
With relatively severe problems (that is, problems which are seriously 
inhibiting daily behavior), most of his counseling is more develop- 
mental than remedial or preventive. He sees students on a fairly 
Toutine basis about fairly typical adolescent problems. He sees large 
numbers of students for relatively brief contacts. The counselor work- 
ing in nonsecondary school situations, on the other hand, counsels 
Primarily with individuals who have developed rather severe psycho- 
logical problems. He typically sees fewer counselees than does the high 
School counselor, and his counseling contacts are of considerably 
Breater length. Further, the primary and often single purpose of the 
Organization for which he works is therapeutic. Helping students 

rough counseling is only one purpose of the secondary school. In 
Most schools counseling is perceived, to varying degrees, as something 
Sxtta—a special service for getting a particular task accomplished. 

€ primary purpose, and thus the basic orientation of the schools, is 
to educate people, not to help them get well. 

Thus, the nonschool counselor works in an environment that is 
much more conducive to developing counseling competencies than. 
that of the school counselor. His orientation, and that of many or allof 

ellow workers, is counseling. His job is much more homogeneous 
an that of the school counselor, who spends much of his time in non- 
Counseling guidance activities, and few, if any of his colleagues (de- 
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pending upon the size of his school) are counselors. Thus he must 
lean heavily on his professional preparation as a basis for developing 
effective counséling techniques. a 
To sum up, counseling techniques as such are useful as descriptive 
categories rather than methods of procedure; they cannot be be 
stood without practice and experimentation; but, because of the schoo! 
counselor's unique situation, it is important that his preparation include 
a consideration of these techniques. With this rationale in mind, let us 
move on to consider some techniques of counseling. i 
Counseling techniques can be viewed from several perspectives. 
Perhaps the most useful one is that of a continuum of lead. The 
concept of leading in counseling refers to the extent to which the 
counselor takes responsibility for the content of the interview. This 
should not be confused with the ratio of counselor-counselee talk in an 
interview, although the two are necessarily related. A counseio ion 
very leading techniques more or less determines the topics considere 
and contributes his own feelings about the client and his problem on 2 
verbal level. At the other extreme, a counselor employing as few 
highly leading techniques as possible lets the counselee determine 
topics and what is said about the topics. He works, verbally at least 
only with what the counselee contributes to the interview, and care- 
fully avoids verbalizing his own feelings about what the co 
states. He attempts to help the counselee better understand himself an 
his environment within the bounds of content and feeling of the 
counselee's verbalizations. - 
Selected counseling techniques distributed over a hypothetic 


continuum of lead (not based on actual data) look somewhat 15 
follows: 


LEAST AMOUNT OF LEADING 


— Acceptance 

— Restatement 

— Clarification 

— Summary 

— Summary-clarification 
— General lead 

— Reassurance 

— Interpretation 

— Advice 

— Rejection 


GREATEST AMOUNT OF LEADING 
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Information giving as a counseling technique is not placed on the 
continuum because the amount of leading it represents varies depend- 
ing on how and when it is given. This point will be discussed later. 
Let us turn now to a discussion and illustration of each of the tech- 
niques, 


Acceptance 


The technique of acceptance is employed by the counselor when 
he wishes to communicate to the student that what has been said is 
understood. It is the simplest means of communicating this to the coun- 
selee, It does not interrupt the counselee’s talk, and, further, encourages 
him to continue, It usually takes the form of silence or a one- or two- 
Word phrase, or simply a smile, nod of the head, or bodily gesture. 


S: So, after I failed the test I was really disappointed—you know, hardly 
knew what to do or say to my folks. 


I see. 
8: 1 didn't tell them for a while, but this was worse since I knew I would 


have to soon. 

s (Nods bis bead.) . 
Boy, was that a terrible wait—knowing ead 

me about it. But oh gosh, what a spot! 

+ Uh-huh, 
Th the illustration the counselor communicated to the student that he 
Understood and accepted what was being said. He wanted to do this 
in such a way as not to interrupt the continuity of the student's re 
marks. The counselor was really trying to communicate something 
like this: "I understand what you are saying and how you feel about 
it. I am not making any value judgment about the behavior you de- 
Scribe or the way you feel about it. 1 simply accept it. Please con- 
tinue.” Most counselors are able to communicate this by simple ac- 
Ceptance techniques without becoming more verbally involved. The 
Possible effects of responding more verbally, are (1) there is some 

anger in disturbing the continuity of what the counselee is saying, 
im (2) the counselor may become involved in the content of the stu- 
dent's Story. The disadvantages of the first effect are obvious. The 

ISadvantage of the second effect is the possibility of inhibiting the 
Sounselee’s willingness to reveal his own feelings. 


h night that they might ask 


Restatemen 


" Restatement is employed for several reasons. First, it conveys 
“ceptance to the client. Second, it often gives the client a brief rest 
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and a chance to collect his thoughts before going on with his story. 

Third, it serves as a means of feedback to the counselee. That is, by 

simply repeating what the counselee has said, the counselor checks the 

accuracy of his own understanding, and at the same time gives the 

student an opportunity to hear what he has just said and to clarify E. 

statement if it is not what he meant to say. Restatement, with use E 

voice inflection, can emphasize the feelings behind a counselee's re- 

marks as well as their content. ) 

S: So I guess my biggest problem is to decide whether to take the financial 
risk of going away to college. : 

C: You think eid biggest cien is deciding whether to take the financial 
risk of going away to college? 

S: Yes. But me I pon a that all right by a taking a light load and 
Betting a part-time job. But then it would take longer to finish school. Gee, 
what do you think 1 should do? 

C: You would like to have me decide which is the best alternative for you- 

As is evident in the illustration, restatement adds no new content tO 

the counseling session. It involves leading to the extent that the ra 

selee is able to achieve new understanding through having De 
selor repeat what he has just stated. Students often achieve significan 

understandings from the use of restatement, primarily because a 

often fail to perceive the implication of a statement until they hear ! 

repeated by the counselor. This phenomenon is one common to € 

kinds of conversation. People in positions of authority, for examp e 

often repeat what someone has just said to them. Other examples 27 

Parents repeating what their child has just declared in an anger el 

State, a supervisor repeating the incorrect answer of a worker, or a 

pler yet, the many times we repeat to ourselves a thought which SU 

denly seems pregnant with implications. 


Clarification 


Clarification entails definite leading and the counselor's contrib- 
tion of something new to the content of the counseling session. It = 
typically used in response to a student's statement which the counselor 
feels is an important expression but expressed so poorly that a m = 
restatement would tend to perpetuate the ambiguity. In a sense 


A in the 
counselor may be saying, "You've got the facts, old boy, but not in th 
correct order.” 


S: Tm not quite sure. She's [mother] got a lot of strange ideas on E 
seems to think I'm quite remarkable. I personally don't think I am. 1 
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I'm different, and I suppose people think I'm a bit of a genius; and I think 
that maybe I'm a bit of a genius or I'm totally insane, but geniuses aren't 
really that rare. People seem to think they are. 

C: Uh-huh. 

S: My mother seems to think I have trouble associating with my contem- 
poraries. That is a bit of a problem because I don't consider them my con- 
temporaries. I don't get a big blast out of smoking cigarettes and I don't 
like the taste of wine particularly. If they want to go out and wreck their 
lungs, not to mention their throats, that's their business. I don't think it's 
tight. I think it's a waste. 

C: You feel that your mother doesn’t understand that associating with your 
contemporaries or age mates would involve compromising your own stand- 
ards of appropriate behavior. 

In terms of our basic frame of reference, the counselor uses clarification 

when he feels that he can better state an assertion made by the student, 

and in such a way that he will be close enough to the counselee’s 

actual expression so as not to lose him. This latter consideration is a 

Potential difficulty in using clarification. The counselor may misjudge 

the extent to which the counselee actually understands what he has 

€xpressed—that is, the fact may be that the counselee is not ready to 
understand or accept what he has expressed, rather than that he has 

Rot done a very effective job of verbalizing his feelings. In such a case, 

Clarification” can lead the student to believe that the counselor does 

Not understand what has been said, which is partly true. 

Other considerations make clarification a particularly difficult 
technique to develop. Assuming that the counselor really does under- 
Stand what has just been expressed, it is not a simple task to select the 
Phrases which will communicate this to the counselee. There is a 
bs ifference in perceiving what the counselee has expressed and verbal- 
izing this perception for him. An even greater difficulty is that of 
Uming. If the counselor could somehow stop the interview for a few 
Moments at just the right time, he could review to himself what has 

pui bani gelbe Pts pose sper ee 
the interview again with a clarification. Unfortunately, nothing even 

Temotely like this is possible. Counseling is so dynamic that frequently 

Y the time the counselor has seen a need for clarification the counselee 
^5 changed the interview content so as to make the clarification in- 
appropriate, 

One of the best methods of developing clarification skill is for the 
Counselor to listen to recordings of his own interviews and attempt to 
"'entify places where clarification would have been appropriate. Find- 
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ing these, he should stop the recorder and attempt to verbalize the 
clarification, and then check its validity by replaying the expressions 
clarified. Systematic practice of this kind tends to develop the coun- 
selor's confidence and skill so that he can begin experimenting more 
with clarification in actual counseling sessions. 


Summary 


Summary is a technique involving an even greater amount i: 
leading. This may not seem logical at first, but consider for a wi 
what happens when one person summarizes what another has sai e 
is essentially abstracting. From a given segment of an interview, t s 
counselor selects those ideas and feelings which seem most importan 
and attempts to feed them back to the student in a more La apu? 
form. Obviously, the counselor's summary statement may be inaccura à 
or unacceptable to the student, thus destroying rapport. Howea 
when summary is effective it transposes various counselee ls ee 
into relatively clear assertive statements, providing the counselee wi 
a firm base point, so to speak, from which to continue. 


t 
C: You feel that your family really want to do the right thing for you bu 
they are not sure how to go about it? have 
S: Yes, I like them and don't want to offend them in any way, but I pa 
my own life to live, too. They really don't know as much about this [appr 
priate school courses] as I do. They're a little outdated, I mean that's natu 
and all, and I'm sorry the are, but it's so. ft. 
C: You're sorry dur toes f» understand, but it's a fact that they dont 


In the illustration above the counselor summarized a relatively brief 
counselee expression. There are times when the counselor wishes = 
summarize a longer segment of an interview. While this can sometin " 
be accomplished with a simple summary statement, it is pam. 
more appropriate to use a technique which we can label eee 
clarification. By definition, the larger the segment being ee 
and more abstract the summary. The more abstract the summary 


au N jew 
comes, the greater the contribution of the counselor to the inverv 
content. 


“e oir] friend. 
(The student has been discussing concern over petting with his girl frien ) 


of 
C: You felt that you became quite involved, but still always had control 
the situation. 
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S: In that I realized what I was doing. But afterward, the after-effects, the 
only thing, I feel bad sometimes because she feels bad and hurt, and how 
| or why I don’t understand. Well mainly, from what I can understand, this 
is the first time she has gotten this far involved with a person, and there is 
bound to be some little guilt feelings anyhow, you know. And with me, I'm 
more concerned about the intentions of both our actions, rather than the 
actions themselves. That's what I place this judgment on—whether I should 
get this involved with her. I like her a lot, personally, and I tell her I love 
her. I don’t want to say that here, because that might not sound—I've never 
done anything to prove I've loved her. I mean, the reason that you want to 
self-sacrifice for a person—I'd do anything for her, and I could probably 
think of things to do for her and all this and that, but I don’t want to come 
| out and say that to you, because it might not be really true. But I tell it to 
il" her, because as far as I'm concerned in my relationship to her, it's true. I 
|. Wouldn't want to say objectively, but perhaps subjectively I could call it 
love. But anyhow, I like her a lot, and she likes me a lot. So, therefore, the 
question that would enter into my mind is would both of our intentions be 
for love or for fun—that would be the important thing to me. And al- 
though fun is obviously a part of it, I think that is more with the actions 
| than the intentions, although it primarily could be for fun, you know. 
C: Uh-huh. 

* But I think as it involves me personally, the fun would be rather in the 
actions, if you want to call it fun, than the elements of like would be in the 
Intentions. And, as far as she's concerned, actually she claims that it's a 
matter of love as intentions. But that's the way I feel—occasionally, she 
&ets these feelings—after the first time she was sort of shook; last time she 

idn't get too shook. She said she was just a little worried, you know, and 
T tried to soothe her conscience, because she was somewhat conscious about 
it. I asked her if her intentions governed it, and asked her what it was. I 
on't have any after-effects unless I'm not sure of the intentions, you know. 
"That would be the only time that I would have an after-effect—concern 

ere her intentions. re a 

Ou feel then that it is probably desirable, if this kind of emotional 
relationship continues, that you both should be really sure about your final 
intentions, It also seems that you might feel that her intentions toward you 
are somewhat definite, but possibly there's some doubt in your mind as to 
OW you feel about her. You're not quite sure whether or not it is some- 


vind real deep, or something less than this, and this uncertainty worries 
ou. 


General Lead 


tee ‚general lead involves the counselor's asking the PARES to m 
Si Per and thus quite openly requires the counselor to tal t co 

e pl le responsibility for the interview content. General lea Is can 

Phrased in a number of ways, thus allowing some flexibility in the 
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degree of responsibility the counselor assumes. A general lead which 
allows the counselee a great deal of freedom in what he talks about is 
a question such as, “Would you like to tell me something about your- 
self?” A general lead with less flexibility for the counselee is given in 
the following excerpt: 


S: Yes, well I have no one that you would call a boy friend. Boys don't 
particularly like me. 
C: Can you tell me a little more about that? 


Tn this illustration the counselor wasn't sure just what he wanted, but 
felt that the area was important to explore. While the general lead kd 
response to a specific assertion made by the student, it is still subse d 
vague to place the responsibility for the content of the ensuing remars5 
with the counselee. 

The following excerpt illustrates the use of a general lead. by 
the counselor when his intent is to have the counselee discuss a particu 
lar topic. While the counselee is still asked to determine the content e 
the interview, the counselor is suggesting definite topical limits. 


C: Well, last week you mentioned that there was something that you didnt 
like about yourself. Do you want to explain that a little more? x 
S: Well, there are things about myself which I just don't like. You know 


person has things which he instinctively dislikes. I used to have PeoP ^ 
SAY sis 


A second major kind of general lead is probing. The counselor 
sometimes feels it important that a counselee continue to discuss n 
particular point within a topic. The reason depends upon the Sue 
and the counselor’s orientation. The counselor may simply want Ea 
know more about the topic or the student's feelings about the ep 
More likely, he may feel that by probing he can lead the student Rue 
new perception. A probing lead might also be used in a situatio 
where the counselor suspects that additional ramifications of a problem 
might be revealed in a further specific discussion of the topic. In A 
event, when the counselor uses a probing lead he is asking the student 2 
direct question about a specific topic. : 

The strong possibility of eliciting hostility and rejection by pe 
the student in a threatening area should be obvious. Techniques x 
dealing with hostility toward the counselor will be considered in 
following chapter. Án example of probing follows: 


s 
S: Well, there are things about myself which 1 just don't like. A person ba 
things which he instinctively dislikes. I used to have Sam bellow at M 
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loud and mighty tones. (Talks about Sam, ber director in an acting group.) 
There are different reasons why you dislike a person; you dislike one of 
these pious quacks, or a person with a dictatorial attitude, or a person who 
f is bigoted. Well, there are things about me I don't like. In the same instinc- 
à tive way I just don't like them. 
C: Like what? 
S: Oh, I don't like some of my attitudes. I don't know how I'm ever going 
to change them. But I don't like them. I have attitudes about certain type 
people which I shouldn't have. Dad says they are just a precaution, but I 
don't think I should have them. (Talks about characters at school that she 
calls &reasies.) I just instinctively dislike them. It has its problems because 
I'm also afraid of them. I don't like the attitudes I have. Like education. I 
don't think it’s a safe attitude to have. It isn't practical. (Talks about neigh- 
bors she doesn’t like and talks about the fact that she’s afraid of dogs be- 
cause one almost put her eye out.) 
C: Are you worried because there are so many different types of people you 
don't like? 


Reassurance 
The technique of reassurance is actually used on two levels. Its 
Position on the leading continuum is determined by the second level. In 
ü a sense the counselor is continually reassuring the counselee. He is 
Saying to the student, "You are doing fine in your role as a counselee, 
Qu are Supposed to be verbalizing your feelings. There is no need to 
feel threatened or guilty about telling me these things. This is exactly 
What we are here for.” In this sense, the counselor is reassuring the 
student in respect to the counseling process. This kind of reassurance 
d important aspect of maintaining rapport, but typically it is done 
nplicitly and by inference. The technique of simple acceptance was 
‘Scussed earlier. Reassurance at the second level goes beyond accept- 
ance in that the counselor agrees with the counselee’s statement or 
ly Supports his assertion. Inexperienced counselors frequently 
make inappropriate use of reassurance because of their tendency to 
‚come Psychologically involved or engrossed in what the counselee 
iic ing. Reassurance employed unintentionally, without a real pur- 
por > Can turn counseling into a conversation of the “gripe session 
oe Undoubtedly, whatever catharsis takes place can be helpful to 
© student, but so can a good hot bath! . 
Se Cre are three general reasons for using reassurance, In the 
NC Sense, during counseling. The first is that the counselor wants 
& M tentative support to a counselee asa nn 2 des br 
Couns CEs courage to discuss a particularly difficult M 
lor offers reassurance as a crutch for getting through a p 
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topic, but intends to remove it gradually as the counselee —— bea 
ability to accept disconfirmations for what they are. The ol E. 
hazards are that (1) reassurance once offered may be difficult 
withdraw, and (2) a reassuring counselor (in the second sense) ied 
appear to the student as just another adult who doesn t really un 
stand, and the development of rapport may be inhibited. a 
The second reason for using reassurance is that there may see 4 
to be no other means of getting a counselee to continue pun 
topic. The topic may not be especially painful to the student, inc 
may not see it as significant and may not want to discuss it. The Pa = 
selor, however, may suspect that a discussion of the topic wi tail 
beneficial to the student. When other less leading techniques es 
the counselor, by using reassurance, implies that the topic is ps a 
The counselee, seeing the status given to the topic by the counse'ob 
may then become interested in pursuing the topic further. " 
Finally, reassurance can be employed as a very direct way S 
confirming an assertion. Again, however, this involves the disadyantag" 
of solving the student’s problem for him, instead of helping him 


: A ses 
solve his own problems. Illustrations of each of the above three u 
of reassurance follow. 


á (1) 


, r- 
(The student has mentioned her feelings towards her recently divorced pa 
ents, but has not been able to discuss these feelings.) 


C: You feel that your parents did not consider your well-being? 

S: Yes. (Pause.) 

C: Would you like to tell me a little more about that? e, Ie 

S: Well, I don't know how important it is to deciding on a college: 
obviously hurt me, but 1 simply accepted it, that's all. 

C: It wasn't very fair to you, was it? 

S: No, but I can't let it mess up my whole life. " tant 

C: Then, it is important, isn't it? Worrying about it may have an impor 
influence on your college plans, and thus your whole life. en: 

S: I know. If only it hadn't happened this way. It just takes all the inte 
out of school and college. 1 worry, and then worry over worrying . - * 


(2) 


sc diat 
S: The only trouble with not taking English A [college prep course] 15 th 


n tS. 
if I do decide to go to college, I would be deficient in English requiremen 


I can worry about that bridge when I come to it, if I do, though. 
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C: You don't want to take English A unless you know for sure that you will 
need it for college. 

S: Yes. It just isn't interesting to me and unless I knew I had to have it, it 
would be miserable. 

C: Students sometimes feel that way about some courses, and it's certainly 

* understandable. At the same time, deficiencies can really restrict you if you 

should want to go to college. Do you think it would be worth taking a few 
minutes to see just what effect this particular deficiency might have if you 
should decide to go to college? 

S: Well, yes, what would it do to me? 


(3) 


8: _ Y think I have the ability to do a good job as class president, if I won, that 
is. But my Dad says that even if I were elected the kids wouldn't do what 1 
wanted. He says that the hoity-toy run things, and that I'm just asking for 
trouble, He said I could do what I want, but that I was sure kidding myself. 
* Because your family is not as well off as some, your father thinks you 
Wouldn't be respected as class president? But you think that you would? 

Yes. I never have trouble. It may sound conceited, but I don't think they 
Would have asked me to run if they didn't respect me some at least. But I 


don't know, maybe he's right. i 
You certainly have had their respect before, haven't you? Your other 


elected offices and your activity record show that. 


Interpretation 
Interpretation, in the traditional sense, is a technique employed 
"equently by counselors with a depth or Freudian orientation. There 
ate numerous complicated constructs and assumptions which make up 
the rationale for interpretation. It is neither appropriate nor possible to 
Present these here. The very general statement will suffice that, among 
hi 5 things, interpretation involves explaining to the counselee what 
'S behavior (in the broadest sense) really means. Perhaps the most 
rommon]y cited illustration of interpretation is in regard to dreams. 
SPth-oriented counselors sometimes interpret the significance of 
"cams to their counselees. Also, it is common for counselors to inter- 
i "s Significance of other behavior to counselees. For example, a 
in described a hand-washing compulsion, and her an n 
lus. her behavior as a symbolic attempt to rid herself of gu t = 
am 10 Barding adulterous behavior. A somewhat less Freu ce = 
fibe Involved a counselor's interpretation of a eye ^ 2 
atte © to pass a driving test. The counselor interpreted this : E 
"Pt to maintain a dependent relationship with her husband be 
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cause of her suppressed fear of losing him if he felt she could get along 
by herself. 


The use of interpretation as a depth technique should be based 
on understanding of the system of constructs on which it is based. A 
basic contention underlying this book is that such an orientation 15 
needlessly involved and inappropriate for secondary school counselors. 
It follows, then, that in the frame of reference suggested here e 
secondary school counseling, depth interpretation should not be used. 

There is, however, a sense in which a kind of interpretation can, 
be used effectively by high school counselors as a technique for helping 
students solve their problems. The idea that students often do not E 
the implications of their remarks has been mentioned before. ^? 
counseling we typically do not spell out these implications for students, 
but rather, attempt to help students perceive them for themselves. 
However, there are occasions when much time can be saved in inter“ 
preting the significance of a statement, with sacrificing meaning for 
the student. The following excerpt illustrates this point. 


C: Can you think of any other reasons? sis in the 

S: Well, some kids dislike me, and I can't say I blame them. The kids in s 
social club would just as soon have me whacked into little bits and fe 
the sharks. 

C: Do you think there could be some element of jealously here? is 

S: Iretreat. In fact about the only time I go on the offensive in an pose 
if someone else is involved, but if it's me 1 go back. I've heard Mom say pad 
I put on sort of a crutch going to school and I actually do. It's a lot BRE 
But if 1 get mad many times my world would shatter and then it would 
too easy for them to do it again. I've had that happen a couple of times- 
had a friend once who was a very good friend of mine, and she became 
involved in the social regime and having me for a friend didn't work, an 
so she politely, if you want to call it politely, told me that I was 4 soci 


risk, ta, ta. And we haven't spoken much since then. She's at the top of 
social ladder now. 


C: Have you ever thought that this mi 
out of? When you get out of high school and go to college that this wont 
be the big problem it is now? With a diferent group? , 

Well, I think when the group is changed it may not be so bad. I dont 
have the same trouble when I’m around the players, but it’s different be- 


cause everyone has developed respect for everyone else. Most of the people 
there are fairly sensitive. 


ght be something you might gro 


S: 


The same caution mentioned in regard to other techniques tO 
ward this end of the leading continuum is appropriate here, Regardless 
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of how logical and valid the counselor's interpretation may be, the 
student must be ready to understand and accept it before it can have a 
Positive influence. Otherwise, the interpretation is likely to be mean- 
Ingless, confusing, or threatening to the student. 


Advice 


The next technique listed on the leading continuum is advice. 
Ik should be obvious by this point that a real distinction is made in 
this book between counseling and advising. There are those, however, 
Who equate the two. The assumption is made that because the coun- 
selor is older, more mature, wiser, and so on, his appropriate function 
is to tell the student what to do. There are others who feel that advice 
has absolutely no place in counseling. The position taken here is 
Somewhere near the latter extreme. Occasionally situations arise in 
Counseling in which the counselor has every reason to believe that the 
Student is about to engage in behavior that will have significantly un- 
desirable effects for himself or others. For example, a pregnant high 
School girl may reveal plans to leave the community and seek the 
services of an abortionist in a large city. A boy may indicate that he 
Plans to run away from home. In cases such as these, when the coun- 
Selor believes that the student will carry out his plan, advice would 
Seem appropriate, assuming, of course, that the counselor has reason - 
to believe that the counselee will accept his advice. 


More frequently a student may request advice of less dramatic 
Nature. For example, he may want to know whether he should take 
both the College Board aptitude and achievement tests or just the 
aptitude test, or whether to apply to his second choice college before or 
after hearing from his first choice, or whether to report what he knows 
about a school theft to the principal or the dean. Often the help can be 
Provided by supplying advice, but letting the student take responsibility 


for the actual decision. 


Rejection 

The last technique listed on the continuum is rejection. When 
employing this technique the counselor openly and forcefully directs 
the session to a consideration of his own feelings. 


see there is no point in my staying in school any longer. 


S: 
S5, as far I need an education. . . . 


C: But there is! You 
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The distinction should be made between rejecting a counselee or E 
Statements and feelings without being aware of the rejection, ys 
using rejection as a counseling technique. In the former situation t 2 
counselor has most probably lost all perspective on the interview an: 
on his function as a counselor. When used purposefully, rejection de 
an attempt to give extremely Strong support or reassurance to t i 
assertion opposite to the one expressed by the student. While ites 
ful rejection can appear to have a desirable influence on the pe qud : 
the behavior change is largely limited to the verbal level, and rat a 
short-lived at that. Perhaps what actually happens is that the studen 
becomes inhibited enough by the rejection from the counselor ( ps 
he now perceives as a definite authority figure) that he reacts as 4 
would to authority figures in noncounseling situations. Once remove 


Ea impe of 
from the situation, he no longer needs to maintain the appearance 
agreeing with the counselor. 


SUMMARY 


The techniques discussed in this chapter exist as categories rather 
than methods. The illustrations presented should have made this clear. 
Also, the continuum o£ lead upon which the techniques have been 
placed is an abstraction, a construct employed to help the men 
understand the material presented. No assumptions have been made 
about the distance between techniques on the continuum. Nor can it 
be argued that the techniques have been placed in exactly the correct 
sequence. The techniques themselves are abstractions. Counselors m 
respond to a student in a manner similar to what has been labele 
clarification, for instance, but what each counselor actually does de- 
pends on his own state at a particular time and also on that of the 
particular counselee, In other words, the classification of counselor 
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CHAPTER 6 


Frequent Counseling Tasks 


AA 


Although it is desirable for the counselor to keep in = P. 
each counselee is unique and thus should not be treated just li wi: 
other, it is also observable that counselees show certain Sa a 
With these similarities this chapter is concerned. They can be bue 
counseling tasks which transcend the various school counseling E 
texts suggested in Chapter 1. They develop more frequently ke cal 
Some contexts than in others, but to some extent the secondary sc " 
counselor will be faced with them in each of the counseling Lo 
suggested. The counseling tasks, in order of consideration, are wi. g 
tion giving, interpreting test results, dealing with hostility dur 
counseling, referrals, and parent conferences. 5 c 

The counselor needs to relate these tasks to his counseling es 
of reference, The counselor, in other words, should have a rationale ri 
each of these tasks. For example, he should have certain purposes = 
giving educational information, and these purposes should el & 
determine the methods he employs to give information to counse fi à 
The purpose of this chapter, then, is to relate each of the counse i di 
tasks to the frame of reference suggested in Chapter 2. Only inciden, 
attention will be given to the knowledges and specific procedia 
necessary in accomplishing these tasks, References to sources of spect 
discussions of these matters have been listed at the end of the chapter. 


INFORMATION GIVING 


; " , b i t 
It is obvious that to make appropriate decisions about his curren 
situation and about his future, the adolescent needs many kinds ©} 
information. What should be almost as obvious is that the possession O 


86 
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relevant information does not necessarily result in appropriate decisions. 
There is a difference, as was pointed out earlier, between understanding 
and Accepting information. This difference should be emphasized in 
the information-giving tasks of counseling. Much of the information 
that Students need to possess in order to make appropriate decisions is 
acquired through the day-to-day informal experiences of living. Of 
course, a great deal of general environmental information has been 
Organized and is somewhat formally presented to students through 
Eidem courses. In addition, most guidance programs go a step 
urther and organize relatively specific information needed by second- 
aty school students in their attempts to make vocational, educational, 
Eod decisions. Therefore, for the most part, the school coun- 
evote little counseling time to giving information. — 

mn an information-giving function of guidance, counseling 
3 e concerned, first, with helping the student accept informa- 
ton and integrate it into his own system of personal assertions; 
Second, with helping students understand information already made 
Available to them; and third, with presenting information which is 
aw to the student, Students should come to planning interviews 
aving studied whatever information is indicated. Obviously, the coun- 
Selor cannot predict precisely what information will be needed, nor 
Can he always make adequate reference to information sources, nor 
assume that students will acquire the information. So, the three steps 
Suggested make up a kind of continuum of desirable emphases for the 
task of information giving in counseling. The following example 
Should illustrate the point. 
Harry attended several group guidance meetings devoted to 
College admission requirements. General considerations were explained 
and sources of information were discussed. The counselor had pre- 
Pared several exercises illustrating information-getting problems. 'The 
Students used college catalogues, occupational briefs, and other mate- 
Tials to solve the information problems and then discussed the uses 
and limitations of the sources with the counselor. Following the 
Meetings, counseling interviews Were scheduled with those students 
interested in working through college plans. The counselor emphasized 
that students should use the information sources available and secure 
whatever information they thought they would need during the coun- 
seling session. Many students were able to secure pertinent information 
prior to counseling. Some came with only partial information and 


88 Counseling in Secondary Schools 


were given some specific references to use before their next eee 
Harry was one of the students in the latter group. However, w “l 
arrived for the second counseling session, the counselor discov 
that Harry had failed to use the references and was still without a 
uate information. 
1 Now, if the continuum of emphases suggested above eei 
followed implicitly, the counselor again would have referred ei 
to information sources. There are other considerations, however. had 
haps the most important is the fact that a definite amount of € re 
been reserved for Harry. Consequently, if the counselor believe eal 
Harry’s problems could not be discussed meaningfully on the peii d 
the information Harry possessed, he might well have decided to sp 
a few minutes giving information, In terms of the Lap omnit; 
desirable emphases, this would not represent effective use of ee ize 
ing time. Viewing the problem more broadly, however, we pe m 
that failure to provide the information then and there might resu 
even less effective use of counseling time. : PEE. 
Other situations arise where students cannot find information, 

where information is available but ina 
specific purpose, Consider the following illustration. 


iunior year 
Anna was about to complete the first semester of her junior y 
in high scho 


sophisticatio; 
admissions 
pleted extr 


might have enough credits for graduation by the end of her junior 
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accept information? Perhaps a more basic question is, why do students 
need help in accepting information? There are at least two reasons. 
F rst, students actually may not understand information sufficiently to 
perceive its personal significance. Second, the information, even when 
sufficiently understood, may offer serious disconfirmations. As a result, 
accepting the information may be perceived as entailing unpleasant 
changes in plans, attitudes, or aspirations. If the changes are perceived 
as being sufficiently unpleasant, the student can protect himself by 
simply refusing to accept the information. Failure to understand 
information and perceive disconfirmations are not unrelated, of course. 
ney are often interactive, and solving one problem can operate to 
Minimize the other. 
. . The following two examples illustrate problems in accepting 
information, The first is a case of inadequate understanding inhibiting 
acceptance of information, and the second is one of understood in- 
formation entailing serious disconfirmations. Both examples point up 
the interaction between the two causes of nonacceptance of informa- 
tion, Following the illustrations are general suggestions on what the 
Counselor can do to help students accept information. 

Towards the end of her sophomore year in high school, Betty 

Was scheduled to meet with her counselor for the purpose of reviewing 

er educational plans. Personal data in her cumulative folder indicated 
that her vocational goal was nursing. She had taken college prepa- 
tation courses in anticipation of enrolling in the college of nursing at 
the state university. She had completed both algebra and biology 
during her freshman and sophomore years, receiving D's in both 
Courses, Both teachers involved had made comments in Betty's cumula- 
tive folder to the effect that her achievement grades should have been 
ES, and that the passing grades of D reflected her diligent efforts and 
Cooperative attitude. 

'The counselor had made notes of previous educational planning 
Sessions with Betty. These served to remind him that the appropriate- 
Dess of her vocational goal had been considered at the beginning of 
Grade 10. Betty had been given information on nursing schools, and 
She and the counselor had discussed the requirements of the several 
types of nursing programs. All of the evidence possessed by the coun- 
Selor suggested that there was little chance of Betty's being admitted 
to a college or university department of nursing. Her chances of being 
admitted to a three-year program, while a little better, also seemed 
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very poor. The possibility of her being admitted to a one-year practical 
nursing program at the state university was very good. The latter pro- 
gram did not have high school algebra and science as prerequisites. 

Because Betty had read and discussed this information, ; the 
counselor was puzzled when she stated her intention to take chemistry 


in her junior year and physics in her senior year. An excerpt from the 
ensuing counseling follows. 


C: How do your vocational goals stand now, Betty? 

S: Just the same. Being a nurse is still what I want to do. 

C: I see, and you have been taking the courses which you will need to get 
into a college of nursing. I also see that you plan to take chemistry next 
ear. y 

so Yes. The nursing school catalogues say that you don't have to have it 
but that it helps. Since I don't do real well in science and math, I thought 

that I should take as many courses in it as I can. 


C: You feel that you can make up for not doing so well in biology by 
taking chemistry and physics. 

S: Yes, I hope so at least. 

C: This is related to what we talked about at the first of the year. Betty, 
would you like to review the discussion we had at that time? 

S: Okay. 

C: What do you recall from that talk? 

S: Well, let's see, we—uh—you told me about ri 
nurse, and about different kinds of nurses. 


C: Yes, we talked about various requirements for being admitted to UD 
ing school. How did you feel you stood, in terms of getting into a schoo 


S: I remember you said that my test scores and grades should improve, of 
I might have trouble. 


Cx Yes 
(Pause.) 


S: Well, I guess they haven't, but that's why I'm going to take more science: 
I should do better now that I've had biology. 

C: We're back to that point again, aren't we, Betty? You feel that if you 
just stay with it long enough, you'll understand it. 

S: Itis very discouraging. But how else can I be a nurse? 

C: We talked about three kinds of nursing programs. Do you remember? 


The degree program, the diploma Program, and the program leading tO 
graduation as a certified practical nurse? 

S: I remember, but I guess I don't really think that the last one you men” 
tioned is a nurse. M i 


equirements for being 2 


C: It's important that you be 
you have some training and 
job in a hospital or clinic? 

S: Yes, that's right. 
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C: Would you like to take another look at this certified practical nurse idea? 
There may be more to it than you see. 

Okay. 

Well, first, what does the word certified mean to you? 

It, oh . . . well... . I don't really know, I guess. What does it mean? 

In this case, Betty, it means that the state has set up certain qualifications 
for being a practical nurse—just as they have set up qualifications for other 
Occupations, such as doctors, teachers, electricians, beauty operators, dentists, 
and so forth. Colleges or hospitals offering practical nursing courses train 
Students so that they can meet the necessary qualifications. After students 
have the training and have passed the state examination, they are given a 
State certificate which-allows them to be employed as a certified practical 
nurse. Because practical nurses have less training, they do not do all of the 
things that registered nurses do. There are differences, but there are also 
many similarities. They work in hospitals as trained and certified people. 

Gee! I didn't understand. What do you have to take to get into a certified 
Practical nurse program? 
* Before you leave I'll give you the folder that you saw at the first of the 
year which describes the program. In general, you need to be a high school 


graduate. General math and general science would satisfy entrance require- 
ments, 


(p co Cy 


S: 


. The actual interview with Betty was somewhat longer and more 
time was spent on description of the work of a certified practical nurse, 
It also included discussion of the influence on Betty's assertions of a 
change of plans from being a registered nurse to being a certified 
Practical nurse. The limited excerpt, however, illustrates the point 
that failure to accept information can be the result of failure to under- 
Stand the information. The counselor could have taken a different 
Approach than he did. For example, he could have assumed that 

etty’s persistence in preparing to become a registered nurse, in spite 
Of her failures, was due to the disconfirmations involved in giving up 
Er goal: being anything "less" than a nurse meant giving up assertions 
about ability and desired status, a prospect which was painful. As it 
Was, however, checking out the possibility of failure to understand 
Information paid off. This is often true, and thus attention to decreasing 
ambiguity by straightforward help in understanding information can 
€ important. 

In terms of the proposed frame of reference, the counselor in 
Such a case is attempting to help the counselee clarify the relationships 
etween assertions and behavior resulting from assertions, Tt is e 
Possible that by doing this the counselor sets the stage for pal 
disconfirmations. In other words, as long as a certain amount of 
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ambiguity about an assertion exists, a student may quite pe ie 
to see the disconfirming implications of his behavior, and thus ding 
inadequate patterns of behavior. Decreasing the ambiguity a hé 
the relationship can make the situation temporarily worse, as ye 
the student perceives the probable inadequacy emo. OR 
ture) of his proposed behavior. It is then up to the re 
the student develop revised rn by accepting the info 
according to the increased understan ing. i Er 
There are times, however, when there is very little perc 
about pertinent information. The student has achieved an a aed 
understanding of the facts, but is still unable to accept the BH ae 
Two examples of students unable to accept situations because dn is 
disconfirmations involved were given in Chapter 4. The follow 8 
an example of a student unable to accept specific ae 
Dale was a high school senior planning to enter the Air ae 
after high school graduation. He had read Air Force occupa bout 
briefs and talked to Air Force recruiters and to his counselor zo the 
his plans. He had even made preliminary arrangements to pacta 
service, and hoped to be placed in one of three Air Force tec os 
schools. He understood that the actual school would be m 
after he enlisted. His original plan was to enter preflight schoo pue 
under existing conditions this was impossible without at ues ha 
years of college and quite improbable without four years. Dale Ait 
read these regulations and had discussed the situation with the = 
Force recruiter and his counselor. Both felt that Dale had accep 
the information and had changed his plans accordingly. iter 
The counselor was surprised, then, when the Air Force m 
called and asked for an appointment to discuss Dale's enlistment. - as 
recruiter met with the counselor and described the following d 
Dale had arrived at the recruiting office to complete some a Í 
forms and had stated that he was anxious to enter preflight traint jd 
The recruiter reminded Dale that this was impossible, and Le" = 
thought that Dale understood the regulations. Dale said that he un is 
stood but that he was sure that once he got in the Air Force he han 
be able to convince people that he had the necessary interest for A 
coming a pilot. The recruiter pointed out that interest was irrelevan 
in his case, but Dale’s optimism was not to be shaken. The recruite 


i e 
managed to defer the completion of the forms and contacted th! 
counselor. 
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The counselor agreed to see Dale. The following excerpt ap- 
Proximates part of the interview. 


C Sergeant Helm asked me to see you about your Air Force plans, Dale. 
e thought that you might not completely understand some of the facts in- 
volved. Would you like to talk about it for a few minutes? 
Okay. What's wrong? 
Um not sure that anything is wrong, but I wonder if you understand the 
regulations concerning preflight school. 
Sure: The regulations say that I have to have at least two years of college 
to get in. Isn't that right? 
Yes, that's right. What effect do you feel that this rule will have on you? 
Well, obviously I won't have two years of college. According to the rules, 
I can't be a pilot. 
= You see a way around the rules, perhaps. : 
* think that when I get in and have a chance to talk to somebody besides 
the Sergeant, and show them how interested I am, they'll let me in. 
See. Let's just suppose for a minute that they wouldn't let you in, and 
that you would be enrolled in a technical school after basic training. How 
‚would you feel about that? 
I wouldn't stay in. 
Pause.) 
You wouldn't stay in. 
No. I'd Bet out. Get discharged some way. I want to be a pilot, not a 
Mechanic or something. 
Well, if this were to happen, that is, you found yourself in the Air Force 
Fi nei to get out, it might be somewhat unpleasant for you, don't you 
think? 
© Yes, 
Si Maybe you could avoid this problem by talking about a few things. Can 
you tell me why you feel so strongly about being a pilot? 


. After a few general statements, Dale began to describe his situa- 
“ion. He revealed an intense need to be respected by his peers. As he 
Progressed through high school, his friends began to discuss post-high- 
School plans. As a sophomore, Dale announced his intention to be- 
Come an Air Force pilot. By the end of his junior year he had com- 
Mitted himself to a career as an Air Force pilot, and perceived his 
Stated plans as bringing him his friends” respect. The respect con- 
tmed positive assertions about his importance, and for the first time 
that he could recall, he felt that he was accepted. He had reasoned 
that giving up his pilot plans would have lost him his newly gained 
respect, and the predicted disconfirmation was too painful to accept. 
His redundant behavior resulted from the tension and conflict produced 
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by the Air Force information. The counselor helped Dale to clarify 
the relationship between his assertions and his vocational plans, and 
then it became possible for Dale to accept the Air Force regulations, 
as discouraging as they were, and to begin making realistic decision 
The references at the end of this chapter suggest useful sources O 
the various kinds of information provided by guidance programs, 25 
well as counseling and noncounseling means for communicating = 
information to students. The following considerations for dealing w! 
the information problem during counseling summarize briefly what 


has been discussed in this section. It should be remembered that 


exceptions exist for each generalization. 


1. Environmental information in counseling should be employed with 
purpose and discrimination. Assuming appropriate noncounseling 
means of providing information have been used, specific rather 
than general references to information sources should be made to 
counselees. It must be assumed that counselees are sufficiently fa- 
miliar with occupational information files to use them easily. . 
The counselor should use only information sources with which he 5 
familiar, during actual counseling. That, he should not use sources 
for the first time during counseling. A very effective means e 
destroying rapport and losing a counselee's confidence is for the 
counselor to pick up an occupational brief or two and fail to 
find what he just said he could find. 
In order to provide for limitations of information sources, students 
should be referred to several sources, or to an information fi le 
containing several sources, 
Environmental information should be used to help the counselee 
increase his knowledge, not to prove the counselor's point. Often 
the information does tend to prove the counselor's point, but every 
attempt should be made to keep this outcome incidental to thé 
primary purpose. Counseling turns rapidly into advising and argu 
mentative conversation when points need to be proved. a 
5. It is important to get feedback from the counselee about his 
understanding of the information and its influence on his assertions: 
Understanding is relatively easy for the alert counselor to perceives 
but the influence of newly gained environmental information on 4 
student's assertions is often less obvious, 


6. The counselor should attempt to identify and remember his ow? 
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biases when using occupational information in counseling. If the 
Counselor believes that he needs to evaluate information for a 
Student, the evaluation should be labeled as such. 


TEST INTERPRETATION 


While we certainly do not know everything regarding the meas- 
urement of psychological characteristics, we have come a long way in 
learning what questions to ask. The relatively recent work in educa- 
tional and psychological measurement is reflected in both the increased 
Certainty and the increased caution with which educational and psy- 
“nological Practitioners employ test results. Operational relationships 

ave been established between various kinds of test results and ensuing 
chavior. Given certain test data about an individual, we know the 
Probability of his behaving in certain ways. Thus we are able to do 
an increasingly more satisfactory job of occupational and educational 
Selection, and of identifying people in need of the various kinds of 
educational and psychotherapeutic treatment. . 

At the same time we have come to recognize the complexities of 
Psychological characteristics. Intelligence, for example, is an ambigu- 
Ous term. One must ask, intelligence by what criterion? Do we mean 
One’s score On a test, or one’s rate of learning, or how much one can 

carn, or the extent to which one can apply what he had learned? Or 
9 We mean several of these things at once? If so, in what proportions 

and in what ways do we combine these several meanings? Perhaps an 

‘ven more difficult question, once we have defined a characteristic 

sued intelligence, is, in what ways is it tempered by other character- 

ISUCS of an individual and by environmental conditions within which 
© must Operate? F ; 

If this much ambiguity exists in regard to intelligence, about 
Which, along with achievement, we often talk with much apparent 
Certainty, then what can we do about admittedly more nebulous 
Characteristics in the areas of interest and personality? The suggestion 
IS not being made here that the counselor should avoid using educa- 
tional and psychological tests until they are perfected. Psychological 
Measuring instruments in their current status are an invaluable coun- 
Seling tool. It was pointed out ín a previous chapter that in order to 

elp his counselees systematically the counselor needs information 
About them, Tests and nontest appraisal instruments represent the 
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primary method of securing this information. In order to use tests ef- 
fectively and meaningfully in counseling, the counselor must (1) por 
sess technical information about tests, (2) understand assumptions 
involved in test construction, (3) be aware of available tests, what 
they are designed to measure, and how well they accomplish theit 
purposes, and (4) develop a rationale for using test results in cout 
seling. 

It is the fourth requirement with which this section is concerned. 
First, however, let it be said that the second requirement is a means 
and not an end in itself. The high school counselor need not be @ 
test construction expert. His job is not to develop tests, but rather t 
use tests developed by others. It is obvious, however, that a necessary 
condition of being able to use tests intelligently, that is, to be aware © 
available tests, what they are designed to measure, and how well = 
accomplish their purposes, is an understanding of how tests aré E 
veloped. For example, to know that a test should be reliable is nof 
enough. It is important that the counselor be aware that reliability ® 
not only a function of the test itself, but also of the manner in whic 
it is computed and of the nature of the norm groups involved. ae 
high school counselor’s preparation should include instruction A 
these areas. As a practicing counselor he should strive for continué 
sophistication in the development and use of psychological and en. 
tional measuring instruments. Several testing references are provide 
at the end of this chapter. These by themselves are not adequate for the 
kind of understanding suggested above, but they have been found t0 
be excellent sources for use by counselors with limited preparation an 
in immediate need of a better understanding of testing. 5 

Like environmental information, test results should be used with a 
purpose in counseling. The rationale which follows aims to prov! 
such purpose. Some students may be disappointed in the general nature 
of what follows and wish for a rather definite set or rules. These are 1 
deed desirable, but cannot be supplied at present. For every rule one 
could cite, there would be many important exceptions. One can develop» 
however, some generalizations which will facilitate specific decisions 
about the use of test results. The followin 


e- 
i »" 8 statements have proved us : 
ful to counselors in training. As the reader gains counseling experienC 


7 H ng 
he may want to modify, augment, or even reject them. An underlyiPo 
assumption is that most testing in secondary schools is mass testing; wit 
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few exceptions, the high school counselor has similar test data on all of 
his counselees, The rationale, then, is primarily one for the use of test 
results, rather than for the selection of tests to be administered. 


1. While test results have many uses, they can all be viewed as 
fostering students' ability to predict future behavior and circumstances, 
and thus make appropriate decisions. In the case of achievement and 
Scholastic aptitude tests, the point is rather obvious. When, for instance, 
A Student knows the relationship between his scores on the lowa Test of 

ucationa] Development and his chances for admission to various col- 
leges, he should be able to make a more appropriate decision about 
Seeking entrance to colleges than he can without the knowledge. The 
Same Concept can be applied, though less clearly, perhaps, to valid 
Measures of Personality and interest. For example, while knowing his 
Pattern on the Strong Interest Inventory may increase a student's self- 
understanding, it is the use of the self-understanding that counts. Know- 
18 his interest patterns and what they mean should enable him to make 
m accurate and meaningful predictions, which in turn should facili- 
te making decisions. Similarly, a personality measurement suggesting 
that one tends to be a highly dominant individual provides information 
that allows more accurate prediction of the appropriateness of various 
nds of jobs than would be possible without the information. 
Se est results are also used to build up students’ self-confidence. In 
AS of our frame of reference, the counselor is helping the student to 
Clarify his assertions, and in this sense uses test results as a means of con- 
ming appropriate assertions. Thus, indirectly, the test data facilitate 
More accurate predictions and decision making. 
hi 2. Reporting test results should increase a student’s knowledge of 
imself, It follows that test results should not be reported when a stu- 
ent Obviously possesses the same information from some other source, 
or alternatively, test results which duplicate existing information should 
© reported in such a way as to add to a student’s appreciation of the re- 
ationship between the information and other phenomena. For example, 
take the case of a student who has scored below the 15th percentile on 
oth a standardized achievement test and a test of scholastic aptitude at 
the beginning of her senior year in high school. Assuming expected 
achievement during her high school career, the suggestion that the 
Counselor explain to the girl that her achievement and Scholastic apti- 
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tude score are at or above that of 15 percent of such and such a dns 
tion is inappropriate. Similarly, it is ridiculous to tell a ep a: s 
achieving, self-confident student planning to attend college u = 
scholastic aptitude score is within the top 5 percent of all men 
neither case is the knowledge news, nor is it of much use to the stu in 
What is of use, however, as shown even in these over-simplified € 
ples, is to report the results in such a way as to significantly help ; (wb 
dent make decisions. The counselor may be able to help the gir pe 
has probably experienced consistent failure throughout her u a 
reer) predict occupational areas in which she might be relatively The 
cessful. The boy may be having difficulty deciding on a pes aper 
test results can be reported in such a way as to help him with his deci: S 
It is up to the counselor, then, to translate test data into inea is 
which will be helpful and meaningful to students, if the informat! sb 
needed. If the boy referred to above had selected an BET fis 
lege, there would be little point in even calling the test results t 
attention. . . "— 
3. Because of the many possibilities for misunderstanding te du 
sults, the counselee's perception of the meaning of reported test "e 
should be appraised. This point of feedback has been discussed diy 
eral and at some length in previous chapters. It has special applica 2H 
to reporting test data. By securing feedback from the student the e 
selor can gauge the counselee's understanding of the informato. die 
extent to which selective perception is operating, and the effect 9 E 
information on the student's assertions. The procedure is a simple «is 
Questions such as “Now, will you tell me in your own words what dd 
means to you,” "How do you feel about these results,” or "How de- 
these results influence your decisions and plans,” usually secure the 
sired feedback. "m 
4. Students should be given opportunities, prior to counseling _ 
develop realistic ideas of what they can expect to find out from test Jar 
sults. They should also be given opportunities to learn any particu g 
terms and concepts which the counselor expects to use in interpremo 
test results. Some schools offer effective guidance units during the 5 E 
dent's first year in the school to provide this kind of preparation. Oth 
schools hold series of special meetings with students prior to counseling, 
and still others integrate such material into regular courses, such x 
mathematics. Whatever the method, many communication problem 
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1 . . T 
egarding test results in counseling can be anticipated by some form of 
Systematic preparation. 


HOSTILITY DURING COUNSELING 


fico p. mele tt towards the counselor and counseling is an- 
fete Th. of situation which transcends the various counseling con- 
counsel e problem may be of lesser importance to secondary school 
Sio EU than to counselors in other situations, but it occurs frequently 
8h In some degree to merit comment here. 
he im should the counselor do about counselee hostility? accen 
selee ho er it and encourage the student to do the same. pm 
the mox ity can be a result of a number of variables. Perhaps two o 
efe to requent causes of hostility are what depth-oriented pen dm 
mm as transference and counter-transference. Exposition of the d 
oE si and implications of these terms would be needlessly complex 
very a Purposes, but a general notion of each is useful. Tas, 
ims ARM refers to the counselee's attributing characteristics o 
tve her person to the counselor. Thus, a girl who has certain nega- 
percepts of various characteristics of her father may transfer these 
Pen rg and the hostility associated wich them from her father to her 
selor is o ale is similar, except that here the coun- 
sed oing the transfering. As a result of behavior by the counselor 
cholo wa transference, the counselee may quite logically (or psy- 
inate c cally) react to the counselor as he does to persons 1n his inti- 
nvironment. 
the vule are other sources of hostility in counseling. These, as well as 
botica Just described, can be accounted for in terms of the frame of ref- 
lios P, e earlier. Students can perceive all kinds of situations to 
kast ee influences on their assertions. It should not be the 
couns i. surprising, then, to find the counseling relationship and the 
iy ha or perceived ina similar way. As a matter of fact, it would be 
Such prag indeed if some students did not perceive counseling in 
often € After all, counseling isa situation in which the student is 
tne To to discuss the very things he has been avoiding for some 
me. Regardless of what the real cause of the hostility may be, if it is 
hes LAE the counselor, then counseling is the appropriate place 
ch it should be viewed. The counselor is relatively certain that 


100 Counseling in Secondary Schools 


it exists then and there in relation to a given topic. He is relatively mm 
certain of causes which might be inferred. Further, itis more eee 
to emphasize the operational than the causal significance of u 
Operationally, hostility can be viewed as inhibiting effective counse i 
or as a counselee problem to which it is appropriate to devote couns 
ing attention, or both. A 

: As to method, an honest straightforward approach is suggested. 
One may say, “Talking about this seems to make you a little Mene 
would you like to tell me why?" or, "Telling me these things is not us 
and you feel some resentment towards me for having asked you e 
things, don't you?" This will often suffice to open the topic of hosti y 
for frank discussion. Any attempt to cover up the hostility, or to T 
proach it without actually admitting that it exists, carries the very ied 
possibility of reinforcing the counselee’s reluctance to discuss his fee i 
ings. If the counselor is unwilling to be frank and honest then the coun 
selee is likely to be so also. : 

Beginning counselors have raised the question of whether or ei 

dealing with hostility in an interview scheduled for some specific p 
pose, such as educational planning, is a desirable direction for the rs 
view to take. "Won't this tend to keep the student from talking abou 
his real problem?" they say. “Why not help him with the stated purpose 
of the counseling session and defer the hostility problem to a Jater 
time?" There is a certain logic in this suggestion as long as one assumes 
that different stated problems are in fact separate and distinct. The pour. 
of view taken in this book, as stated previously, is that this assumption be 
in no way valid. Labeling problems is an extremely high level of as 
straction. A problem represents a certain combination of characteristics 
within a given set of circumstances. An underachiever in high school A, 
for example, might not be an underachiever in high school B. A Juve- 
nile delinquent under California law may not be a juvenile pear 
under Florida law. A student with an apprenticeship placement pro pA 
lem under condition X may not have the problem under condition *- 
Thus, hostility in counseling should be viewed as a circumstance pef- 
tinent to the problem being discussed and the existing counseling rela- 
tionship. It should be of immediate concern because of its probable 
negative influence on the counseling session. In other words, it makes 
little sense for a counselor to continue counseling with a hostile student 
without first attempting to clear up the hostility. With some students 
this may involve demonstrating what happens in counseling as well as 
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discussing the hostility. With other students it may involve changing 
counselors, or even terminating counseling. 


REFERRALS 


The school counselor sometimes finds that he can best serve a stu- 
dent by referring him to other school personnel or to personnel in non- 
school agencies. As a matter of fact, if a school counselor believes that 
he has a responsibility to all students, then referrals become almost a 
necessity. The counselor works with students who have a great variety 
and complexity of problems. He attempts to help the majority of these 
youngsters through relatively short-term counseling. Actually, he can- 
not afford to devote large amounts of time to some of his counselees if he 
expects to spend some time with each of them. Even if he could involve 
students with atypical needs in long-term counseling or some other form 
of assistance, he often lacks the training and experience to be as effective 
as various specialists available to his counselees. In some cases there is 
also the question of the extent to which the counselor, as a representa- 
tive of the school, should provide therapy. 

School counselors often report frustrations in their referral efforts. 
Too often the referral process fails to provide anticipated results. Par- 
ents, teachers, counselors, and students are disappointed, or even aggra- 
Vated, over events ina given referral. Thus school counselors ask, "How 
do you make an effective referral—one that is beneficial to all persons 
involved?" For this, as for other questions discussed in this book, there 
is no formula or universal answer. Perhaps, however, a rationale can be 
Suggested which will aid the counselor in decisions and actions with stu- 

ents for whom referrals are contemplated. 

The term referral can be used to describe what one does to a stu- 
dent, or to designate a process in which one involves a student. The dis- 
tinction is an important one, and the latter use is to be preferred. The 
first use suggests a kind of transfer of the counselee from one person to 
Another. In some professional areas this may be a fairly adequate descrip- 
tion of what appropriately takes place when a referral is made. Within 
the context of secondary school counseling, it is not an appropriate de- 
Sctiption. With a few exceptions, students who are referred by counse- 

OKS to some other person or agency continue to spend a large portion of 
‘eit time in school. A school’s responsibilities to a student do not cease 
With a referral, Often, as a matter of fact, they become greater and more 
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complex after a referral has been initiated. Instead of transferring re- 


sponsibility, the counselor most frequently helps a counselee obtain 
assistance or services which he, the counselor, is unable to provide. The 
assistance or services may be relatively distinct from those of the coun- 
selor and the school, or as is most often the case, may be related. 

At one extreme, for example, would be a student who indicated 
simply a desire to discuss a conflict in religious ideologies. A relatively 
bright, normal high school senior was extremely interested in enrolling 
in a college supported and administered by a religious group which held 
beliefs considerably different from his own. He had a frank and honest 
desire to learn whether the religious difference might result in embar- 
rassment and discomfort for him. The boy's own minister had been 
unable to help him, and the counselor felt he did not have the required 
information. However, the counselor knew a clergyman connected with 
the church administering the school in question who could provide an 
objective estimate of the circumstances that might develop. The coun- 
selor helped initiate the referral. His only other involvement was 
when the student reported that he had talked with the clergyman and 
had obtained the information he sought. 

At the other extreme would be a student manifesting a problem 
with medical, psychological, familial, and economic ramifications. In 
such a case, the counselor, over a year's time, helped the student secure 
aid from a medical practicioner, a school psychologist, a social welfare 
agency, and the local employment service. The student remained in 
school, and in addition to using the above services, met with the coun- 
selor for three or four sessions. The counselor was in contact with the 
nonschool personnel as well as the parents and school personnel. Pri- 
mary responsibility lay in different hands from time to time, but at all 
times all persons concerned worked together in the student's interest. In 
both of these illustrations the students remained in school. Examples of 
referrals resulting in a student's being removed from school temporarily 
or permanently could be described. These are rare, however. From the 
school counselor’s perspective, it is more sensible to think of referrals 
as a means of securing help for students while they continue to attend 
school. 

Teis not uncommon to hear secondary school administrators advise 
their counseling staffs that school counselors are not psychological coun- 
selors, and that they should therefore be extremely careful to avoid dis- 
cussing "psychological problems" with students. Further, school 
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counselors are often told that they do have a responsibility to identify 
students with psychological problems. Having identified such students, 
they are to refer them to “someone who knows how to deal with such 
things.” Would it were that simple! Our present purpose is not to define 
the role of school counselors, but it seems pertinent in passing to suggest 
that school counseling, by definition, is "psychological," as is all coun- 
seling in the professional sense. To suggest that school counselors avoid 
Psychological problem areas in counseling is ridiculous. The extreme 
caution recommended to counselors, as described above, is necessary 
only when the counselors are faculty members lacking in professional 
preparation for their counseling assignments. It is not school counselors 
who should be cautioned, but rather school administrators who assign 
Counseling responsibilities to teachers who lack adquate preparation for 
them. Although many school administrators are aware of this problem, 
the attitude described above toward the use of referral sources is fairly 
common. If counselors are adequately prepared, a procedure of auto- 
matic referrals can result in greater harm to students than will be done 
by restricting help to that available within a school system. All appro- 
priate and dependable sources of aid should be employed. In other 
Words, while it is important for counselors to know how to make refer- 
rals, it is even more important that they know when to make them. 

. The discussion which follows should not be interpreted as a check 
list for referrals. It most emphatically is not one. Nevertheless, the steps 
that may well lead to a referral decision can be considered under three 
headings: (1) generally considering whether or not to refer a student, 
(2) determining the nature of a particular referral and (3) imple- 
Menting a specific referral. The classification, as a basis for operation, is 
Somewhat arbitrary, but it should serve the purposes of discussion. 

The basic decision to refer a student or not involves at least six 
factors. These will not necessarily be given in order of importance. First, 
the school policy on referrals must be considered. A counselor should 
Work within the policies of his particular school system. If the policy is 
Not to refer students directly, there is little point in initiating a referral 
Process. Schools vary in the extent to which they choose to become 
Involved with nonschool agencies. Some schools communicate informa- 
tion to parents and then attempt to divorce themselves from further re- 
ferral responsibilities. Regardless of how a counselor feels about his 
System's policy, and regardless of what he may be doing to influence 
Policy changes constructively, he should understand and work within 
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existing policy. To do otherwise is to destroy administrative support. 

A second factor which should influence a referral decision is the 
counselor's own professional competencies as related to a given student 
and the nature of his problems. It seems only reasonable to believe that 
a counselor with a year or more of graduate preparation and counsel- 
ing experience should have some psychological counseling competen- 
cies. 

A third factor is the amount of counseling time available. Even 
though he has adequate counseling competencies, the counselor may 
feel that he is not justified in giving large amounts of time to one student 
to the neglect of others. Not all potential referral cases require large 
amounts of counseling time, but many of them do. 

A fourth consideration is the availability of appropriate referral 
Sources. Counselors need more information about referral agencies 
than may be given in a descriptive brochure, since the interests, facili- 
ties, and adequacy of various agencies differ tremendously. For example, 
social welfare agencies vary from those employing highly trained and 
competent social workers to those staffed by one trained supervisor as- 
sisted by a corps of well-intentioned but totally untrained caseworkers. 
In many areas of the country, agencies are forced into the latter position 
because professional personnel is not available, Such agencies need not 
be condemned; many of them are very effective. It is appropriate, how- 
ever, that school counselors know the nature of agencies in their com- 
munities, so that they can make purposeful referrals within predictable 
Positive limits. In regard to other referral sources and personnel there 
is the same need for awareness. All psychiatrists, for example, do not 
work equally well with adolescents. Some are in fact very ineffective 
with high school youngsters who are neither neurotic nor psychotic. 
Usually professional workers and adequately staffed agencies respond 
very frankly to counselors’ inquiries about the nature of their services- 
They too are anxious to prevent inappropriate referrals. 

A fifth factor in a referral decision is the probable effect of a refer- 
ral on the student (as far as it can be predicted). This point obviously 
overlaps others already mentioned, but it is important and to some ex- 
tent separate. The counselor should ask himself what will probably 
happen to a student both by design and incidentally, if referral sources 
are utilized. The prediction is of course difficult to make—at least with 
adequate precision. However, it is worthwhile attempting if only 1n 
terms of possible incidental influences. For example, what may be the 
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influence on family or home life of referral to a vocational rehabilita- 
tion agency? What peer-group reactions may develop if a student is 
referred to a local mental hygiene clinic? Often considerations of this 
type will not prevent a decision to refer, but may suggest additional 
provisions that should be made in the referral process. 

The sixth factor which needs to be considered in a referral decision 
is the attitude of the student towards a specific referral action. A uni- 
versal belief in the teaching and helping professions is that motivation 
is a necessary condition for changing behavior. There is little value in 
referring a counselee to other sources of help if he does not want them. 
One need not give up, however, when a counselee refuses to accept out- 
side help. By offering information, support, and greater self-understand- 
ing, the counselor can often interfere with a counselee's motivation not 
to receive referral help. The school counselor should seldom find it nec- 
essary to refer a student without first obtaining the student's permission. 
The exceptional cases are most often those in which the school has a 
legal responsibility to make the referral. 

Once the desirability of utilizing referral aid has been established, 
the counselor must decide on the nature of a particular referral. 'Two 
factors should be considered. First, what degree of referral is desirable? 
This is a question of the extent to which the student is to be involved 
With the referral source. The possible extremes have been described 
earlier in this chapter. Often the question is wholly determined by the 
policy of the referral source. Many times a student's reluctance to accept 
teferral help can influence this determination. The problem of the de- 
Bree of referral necessarily is influenced by other factors mentioned 
above, such as the competencies of the counselor and the rapport be- 
tween the student and the counselor. The following examples illustrate 
this point. 

. Otto wasa senior in high school who manifested extremely ineffec- 
tive academic and social behavior. His school counselor had developed 
Several hypotheses on the nature of his problems but wanted further 

ata to validate and extend his "diagnosis." A mental health clinic was 
available and could provide the needed help. The question arose of the 
extent to which the clinic should be used. Should the counselor ask the 
Clinic for partial assistance, or should he ask the clinic to assume full 
Fesponsibility? The clinic was reluctant to provide partial services; they 
Preferred to take complete charge. Because of the excellent rapport be- 
tween the counselor and Otto, and because he believed that if his theo- 
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ries were correct he could be effective with Otto, the counselor felt that 
greater and more immediate help could be provided if the clinic only 
supplied partial services, , 

Dolores was a sophomore in high school and had serious under- 
achievement problems. The counselor was suspicious of her aptitude . 
and standardized achievement test scores. Dolores lived in a home 
plagued by parents who were aggressively hostile to each other, and 
who used Dolores as a kind of psychological battering ram. The coun- 
selor felt that he could offer some help to the girl within the school 
framework. First, however, he felt it necessary to obtain additional test 
data, and so requested the help of a school psychometrist. His specific 
request was for the results of three particular tests. The psychometrist, 
however, provided a relatively complete case study on Dolores. The 
psychometrist felt that test data alone were worse than no data at all, 
and consequently, with the best o£ intentions, completed a case study. 
An incidental result of the case work, however, was to further upset the 
parents and Dolores to the point where counselor-student rapport was 
permanently destroyed. . 

As these illustrations suggest, it is easy in the process of referring 
students to lose sight of the students' needs and spend time and energy 
arguing over professional rights and petty jealousies. Perhaps by keep- 
ing the needs of the students paramount, the counselor and referral 
agency personnel can work out optimal understandings as to who is to 
provide which services, Using the needs of students as a reference point 
should facilitate mutual understanding of school and agency philoso- 
phies and policies, even if mutual acceptance cannot be achieved. In 
addition, it should provide a basis for changing philosophies and poli- 
cies so that they can better serve the needs of students. 

The second factor in determining the nature of a particular refer- 
ral should be the extent to which others besides the student, the coun- 
selor, and agency personnel are to be involved in the referral process. 
The two most obvious categories of “others” are parents and school 
personnel. Referrals can be made so as to involve only the student, 
counselor, and referral personnel, or so as to involve progressively sev- 
eral other groups of people in varying degrees. 

; Again, the well-being of the counselee should be the primary 
criterion in the determination, If, for example, involving parents in à 
referral action can benefit the student, then they should be actively in- 
volved. If, on the other hand, particular parents manifest attitudes and 
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more overt behavior which suggest that involving them in a referral 
process would actually inhibit the favorable outcome of the referral on 
the student, then the counselor should attempt to limit their involve- 
ment to a minimum. If this statement appears to hedge, it reflects the 
limitations on the schools' responsibility for students. In many situations, 
parents must necessarily be involved in referral action because of par- 
ents' basic responsibility for their children, and the resultant necessity 
for Schools to secure parents' approval of atypical or nonroutine prac- 
tices. It may help to keep in mind that there is a difference between in- 
forming parents or securing their approval, and actively involving 
them. It is not being suggested here that parents be deceived, or even 
left uninformed, but that the counselor attempt to involve them in 
referral processes only in terms of the contributions they can make to- 
wards benefiting their child. 

The involvement of teachers and administrators in referral actions 
Presents a somehwat different problem. Administrators are of course 
Personally responsible for any actions in which students are involved by 
School personnel. While this responsibility is a tremendous one, it differs 
In at least two significant aspects from the responsibility of parents for 
children. First, the lines of responsibility within the school, for example, 
from a principal to a counselor, can be established and agreed upon, 
thus minimizing ambiguity as to what the counselor is allowed to do, 
What student confidences he can expect to maintain, and similar points. 
Thus, with adequate preparation, the counselor should be in a position 
to know how far he must involve administrators in referrals before the 
referral decision is made, and without consulting administrators in each 
Case, 

Second, active involvement of administrators in a referral action is 
less likely in general to be beneficially pertinent. That is, in most cases 
the administrator has not been involved in the counseling process, and 
although he gives administrative support for the counselor, he is not in 
? position to make a unique contribution. Involving him in the referral 
Simply necessitates burdening him with the details of the case. Again, 
there is a distinction to be made between informing and active involve- 
ment, 

The involvement of teachers in the referral is somewhat different 
from involving administrators and very different from involving par- 
ents, Obviously, teachers are not responsible for a total school program, 
aS administrators are, Teachers are often in a position to provide infor- 
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mation and suggestions pertinent to a particular referral case. They 
work with the student daily and offer great potential for implementing 
or reinforcing the findings and efforts of a referral source. Thus the 
discriminating and perceptive counselor should be able to benefit a 
counselee by selectively involving teachers in what might be termed as 
pre- and post-referral situations. 

Under the third heading, the implementation of referrals, several 
factors may be considered. First, it is important that both the counselor 
and the referral agency understand why a student has been referred and 
the respective roles to be played by the two parties. What is expected, 
who has been involved, and what those involved have been told about 
the agency need to be understood on both sides. If the agency provides 
only a diagnostic service, and cannot offer immediate therapeutic assist- 
ance, all those involved should know it. If the school anticipates sus- 
pending or expelling a student being referred, the agency should be in- 
formed. Without a mutually acceptable understanding, both the.agency 
and the counselor are likely to waste much time and effort, and more 
important, instill or reinforce a feeling of futility in the student and his 
parents. 

A second factor which needs attention at the time of referral is the 
kind and extent of information to be given to the referral agency by 
the school. Certainly one general guide line which can be followed A 
nearly all referral cases is that a student's confidence should not be v10- 
lated without the permission of the student. It is simply not ethical to 
obtain information under the promise that it will be held in confidence 
and then communicate the information to others against the counselee’s 
will, even though such communication appears to be in his best interest. 
This is not the nature of counseling. 4 
i Given the counselee’s permission to communicate information, It 
is then up to the counselor to determine the kind and extent of informa- 
tion to be passed on. A second guide line would be to communicate 
information on a selective basis. That is, the counselor should provide 
only that information which is relevant to the objectives of the referral 
action. The extent to which particular kinds of information should be 
communicated is a function of the psychological sophistication of the 
referral agency. Consider the following illustrations. 

Mary was a high-ability, high-achieving senior student, with col- 
lege aspirations. Her home was broken, and her parents could not OF 
would not finance a college education. She could partially finance the 
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education with a part time job, but would need additional funds. A local 
Kiwanis club had a fund for needy students, but required a formal ap- 
plication and interview before considering a case. Mary's counselor 
asked the club for referral assistance and was in turn requested to supply 
certain information. Part of the data form and the counselor's responses 
are reproduced below. 


Intelligence: Adequate for educational aspirations. 

Achievement: Current achievement indicates high probability of making 
better than average marks in college. ` 

Personality: Personable, considerate of others, strong personal drive and 


initiative, potential leadership ability. 
Concerned about learning a profession, needs and responds 
b well to encouragement about her accomplishments. 
Family 
Circumstances: No financial assistance available for college. 

No apparent interest in Mary's attending college. Other 
family circumstances such that chance of Mary's finishing 
local college if she continued to live at home very poor. 
No personal or family problems anticipated in leaving 
home for college. 


Sue was a similar case, except that her counselor believed that 
financial assistance alone would not provide an adequate solution to the 
problem. Sue’s parents were not merely uninterested in her attending 
college, but were actually antagonistic towards the idea and stated that 
she could not attend, regardless of how much financial assistance she 
received from outside sources. Neither parent had achieved more than 
an eighth-grade education. The counselor learned from Sue that a di- 
Vorce was imminent. After a conference with Sue's mother, the coun- 
Selor suspected that Sue's college aspirations were operating as a serious 
threat to the parents’ feelings of adequacy about themselves and their 
Marriage, The counselor, besides helping Sue to obtain financial assist- 
ance, secured her permission to seek the referral assistance of a local 

amily Service Agency. The agency agreed to help Sue overcome her 
Parents’ resistence. They asked the counselor for information similar to 


eon in the case of Mary. The counselor's responses are reproduced be- 
w. 


say: 
"telligence: ^ — Kuhlman-Anderson IQ Grade 11 = 1 2 3 (Sr. High School 


Achi Test) 
evement: GP.A. (5 semesters) 3.51 (A=4) Iowa Test of Educa- 


tional Development Composite Scores (Grade 12; form 
X38) 97 percentile 
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Personality: Personable, considerate of others. Some reluctance to partic- 
ipate as much as she wants in social activities because of 
uncertainty about her family status—often makes her 
overly cautious in assuming leadership roles. Removal 
from home situation would probably help decrease over- 
cautiousness. Has a strong personal drive to succeed, but 
often inhibits this with her reluctance to have faith in 
her associates. In general, very favorably perceived by 
others. 

Family " 

Circumstances: Parents opposed to college plans. Parents dissatisfied with 
each other and their marriage, according to mother. 
Father feels inadequate. Denies value of education, an 
particularly resents education for women. Mother reports 
unhappiness for other reasons, but would discontinue re- 
sistance to college plans if father would. Mother wants 
Sue out of the home—fears that she will continue tO 
reside in home if she doesn't attend college. I suspect that 
father has same feeling but feels guilty about admitting 
it. I think that for the particular objective in question, a 
couple of sessions with the father would solve the resist- 
ance problem. 


In the first illustration, the counselor's objective was to assure the 
referral source that in his professional judgment Mary was qualified 
and deserving of assistance. Information stated in general terms pro- 
vided the necessary documentation. There was no need for specific an 
detailed information. The objectives in the case of Sue, however, were 
quite different, A professional agency was being asked to provide coun” 
seling for the girl’s parents. The agency felt that unless the girl possess 
significantly high academic and personal strength, their brief efforts 
with the parents stood a good chance of ultimate failure. The counselor 
attempted to support the contention that if the girl could manage to pe 
gin college, she had the intellectual and psychological strength to pursue 
her educational and vocational plans regardless of her parents’ attitudes. 
The data and counselor observation transmitted were intended to facili- 
tate a social worker's attempt to change a parents attitude on at least 
short-term basis. 

Closely related to the question of how much information is to be 
transmitted to referral sources is the matter of feedback to and from the 
counselor and the referral sources. This point has been touched on be- 
fore. A point frequently raised by competent school counselors is the 
problem of getting adequate feedback from referral sources. One CAR 
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Speculate on the reasons for this. Perhaps, in days past, when the vast 
majority of school counselors were teachers with little or no professional 
preparation for counseling, various other professional groups simply 
lacked confidence in counselors' ability to understand and use feedback 
information. Perhaps, at best, they felt that the information would 
merely satisfy a counselor's curiosity and would seldom influence the 
School's reaction to the student. Perhaps other professional personnel 
failed to realize the impact of school influences on young people and 
that their own efforts to help a student were seriously limited when they 
failed to work with school personnel. 

Whatever the reasons, there seems to be a greater interest and 
willingness on the part of counselors and nonschool agencies to cooper- 
ate and to complement each other's efforts to help young people. In 
View of this, what can the counselor do to encourage more adequate 
feedback? First, he can, as has been suggested, make careful and con- 
Sidered referrals. That is, after considering the implications of a given 
referral, he can supply the referral agency with pertinent and unambig- 
uous data. He is then in a favorable position to expect professional co- 
Operation from referral agency personnel, He is then justified in request- 
ing a mutual understanding about what information shall be exchanged. 
If he can demonstrate his ability to use feedback information and to 
help referral personnel develop more appropriate kinds of information, 
he should be providing a basis for increased mutual understanding and 
respect between various helping professions and agencies. Some might 
argue that the burden is not entirely with school counselors and other 
Buidance personnel, but rather should be shared by nonschool agencies. 
This contention, though justifiable, appears to be somewhat beside the 
Point. Counselors will not receive the respect which will lead to more 
adequate feedback until they themselves initiate efforts to demonstrate 
their ability to use such information. 

. A final consideration pertinent to the implementation of a referral 
1s that of developing an understanding with the counselee about the 
effect the referral will have on the school counselor-counselee relation- 
Ship. An illustration follows: 
tag Mr. Kerns had been Marvin's school counselor for two years. They 
is pM an excellent counseling relationship, allowing Marvin 
sling completely free to include his most personal problems in coun- 
i 8 Sessions. During his senior year Marvin needed help with a fam- 
Y Problem which the counselor felt could be provided more effectively 
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by a nonschool agency. Marvin agreed to a referral, and thus a third 
person was actively included in the counseling process. At this point, the 
relationship between Marvin and Mr. Kerns might have been definitely 
affected. Marvin could have experienced considerable confusion and 
anxiety over who was to be told what, and other details. Mr. Kerns also 
might have experienced resentment if Marvin was reluctant to discuss 
his counseling with the new person. It is possible, of course, to initiate 
referrals without any such effect on the established counseling relation- 
ship. To insure this, however, the counselor can discuss with the co 
selee the rules of the game, or the absence of them, regarding a referra ° 
If the counselor expects to discuss the referral proceedings with the 
counselee, this should be made clear. If the counselee does not want to 
discuss the referral proceedings with the counselor in future sessions, 
this should also be stated. The particular decisions in a given case are UP 
to the counselor and the counselee to determine. The decision, however, 
should be made and understood prior to the referral. om 
In summary, referrals represent one means of securing addition 
help for counselees, Referrals are not a panacea in difficult es 
cases. They may or may not be of assistance, depending upon the aval 
ability of adequate and competent referral agencies, the school context 
within which the counselor must operate, the amount of careful consid- 
eration given to the referral, and the basic mutual understanding be 
tween all involved with which it is implemented. 


PARENT CONFERENCES 


The parent-counselor conference procedure operating in an 307 
creasing number of secondary schools poses problems that are unique to 
school counselors, at least in relative frequency. The following discus- 
sion is devoted to some of the counseling implications of parent-counse- 
lor conferences and is included in this chapter because these conferences 
represent, in part at least, counseling tasks which transcend the various 
counseling contexts as described in Chapter 1. 3 

It may be helpful at the outset to distinguish the different objec- 
tives for which parent conferences are held. These are not mutually 
exclusive. Several of them can be objectives for a particular parent 
conference with perfect consistency. They are as follows: 


1. Provide achievement and aptitude data. 
2. Make educational plans. 
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3. Help parents understand their children's abilities and potentials. 

4. Help parents understand and accept their children and their en- 
vironmental variables, including their parents. 

5. Help parents whose children have specific behavior problems. 


This list could be expanded but is sufficient for present purposes. 

If the only purpose of a parent conference is to provide and ex- 
plain test results, grades, and similar matters, there is relatively little 
danger of destroying an established counseling relationship. The par- 
ent can become upset and defensive about test results(his assertions 
about his offspring can be disconfirmed) and he could proceed to 
destroy his child's confidence in the counselor. But, an interpretation of 
test results can be accomplished in such a way as to minimize the chances 
Of such an event. However, by minimizing the parents' opportunity to 
react affectively to an appraisal of their child, the counselor considerably 
reduces the potential value of the conference. A mere repeating of ap- 
Praisal data couched in terms designed to make them palatable to par- 
ents first, and meaningful and accurate second, is hardly counseling, 
and may be dishonest. 

. Somewhat the same thing is true of parent-counselor conferences 
Which are held to make educational plans. Regardless of whether or not 
the student is included in these conferences, they can be conducted in 
Nays to make them primarily pleasant and acceptable to the parents. 

e counselor advises an educational program (or sells one) to the 
Parents. A primary consideration is that the parents go home liappy. It 
1S not news that many administrators are prone to worry a great deal 
Over public relations. Raising doubts in the minds of parents as to the 
Possibility of their child's being a lawyer or a physicist, or taking ad- 
Vanced social studies or senior mathematics may not always result in 
800d public relations. Thus, if the primary objective of educational 
planning conferences with parents is good public relations, counseling 
need not be involved. If the objective, however, is to involve the parents 
in serious consideration of their child's educational future, and one an- 
ticipates that in the process some parents will be disturbed and need 
help in understanding and accepting certain facts and ideas, then there 
are counseling implications. 

The reasons for listing the third objective separately (that of help- 
ing parents understand their children's abilities and potential), rather 
than assuming it to be included in the first and second objectives, should 
now be clear. One can, it is contended, fulfill the first two aims without 
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involving counseling implications. In order to achieve this objective, 
the counselor must open up with the parent, to some extent at least, an 
area which he and the student have discussed in counseling. Not just test 
data, but the student's feelings, attitudes, aspirations, and assertions, as 
well as those of the parents, must be included as part of the content of 
the conference. ; 

Similarly, when an objective of a parent-counselor conference 1s 
that of helping parents understand their child's particular environ- 
mental variables, including the parents themselves, the choice between 
including or excluding counseling implications does not exist. For differ- 
ent reasons, the same thing is true of conferences held to help parents 
whose children have specific behavior problems. 

Now, are there any general considerations to help the counselor 
hold effective conferences with parents, and at the same time maintain, 
and even improve, the counseling relationship with the student? The 
following discussion may provide some helpful suggestions. 

Almost everyone could agree that one basic objective of nearly all 
parent-counselor conferences it to help parents understand their young 
sters better. Certainly, as suggested above, there are many specific ob- 
jectives which are pertinent to specific conferences and foreign tO 
others. That is, specific objectives may have to do with achievement; 
potential achievement, educational and vocational plans, current ad- 
justment problems, and similar matters. Basically, however, all of these 
specific objectives contribute in some way to parents' better understand- 
ing of their children. 

If we accept this concept, it then follows that the frame of refer- 
ence suggested in Chapter 2 for secondary school counseling can be em- 
ployed in parent-counselor conferences. It is not the only frame of ref- 
erence available, obviously. Given this basic objective, however, the 
frame of reference can be helpful in regard to parent conferences. To 
be more specific, the counselor, as he begins a conference with parents, 
asks himself, "How can the information I have about the child of 
these parents be used to best help them understand and accept the 
child?" If he thinks in terms of interference theory, the logical question 
that follows will be, “What are the major or basic assertions they have 
about their child?" He will then need to ask questions and provide 
leads so as to secure an answer to this question. The process will proba- 
bly involve acceptance, clarification, dealing with hostility, and asking 
the parents what they mean, how do they know, and similar questions. 
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As a clear picture of assertions develops, the counselor will begin 
to see ways in which his knowledge of the child can best be used. Per- 
haps the parents’ assertions are not consistent with a more objective ap- 
praisal of the child. This being the case, test data, grades, teacher evalu- 
ation, and so on would be used in an attempt to change assertions. 
Perhaps their assertions are vague. For example, parents who have never 
8lven much thought to the academic potential of their very bright child 
may be helped to develop assertions about his brightness. These will, 
in turn, facilitate educational and vocational planning that the student 
has been doing with his counselor. 

The process, as suggested, may involve helping the parents resolve 
conflicts and tension by helping them to understand ways in which 
assertions are being disconfirmed. For example, the parents who per- 
Ceive their teen-age daughter as a popular, personable, glamorous, cute 
coed—but one who seems never to be invited to dances and parties— 
probably are not in need of more information. They are more apt to 
need assistance in understanding, accepting, and dealing with their own 
feelings about the facts. With such assistance, they may be able to re- 
P lace redundant behavior with more appropriate methods of attempt- 
Ing to help their daughter. For instance, they may be able to curb their 
unsuccessful efforts to arrange dates for their daughter by which they 
have impressed her with her various inadequacies (in their perception), 
and instead offer her the support and understanding that she needs. 

hey may, as a beginning, be guided to distinguish assertions and dis- 
Confirmations about themselves from those about their child. 

To put it very simply, parent-counselor conferences can be viewed 
as Counseling sessions. This, of course, assumes that competent counse- 
lors are involved, that sufficient time is allowed, and that the parents’ 
understanding of the child is the one basic objective of the conference, 
and that all other objectives are secondary to that one. Seeing parent- 
Counselor conferences in this perspective, and employing the interfer- 
ence theory frame of reference, permits the counselor to relate to the 
Parent in a professional and effective manner. By making the parents 
the center of the conference (in what might be called parent-centered 
Counseling), the counselor does not put himself in the position of need- 
Ing to disclose student confidences, of giving advice, of stating opinions, 
or of becoming entwined in meaningless praise of the child. He also has 
Constructive means of using information which may be disconfirming. 
The parents’ feelings about their children’s characteristics, rather than 
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the children's characteristics in themselves, become the concern of the 
parent-counselor conference. 
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CHAPTER 7 


Contributions of Noncounseling Guidance 
Procedures to Counseling 


OO PPP ón ón rn. 


5 Counseling in secondary schools is not intended to be a service that 
1$ complete in itself. Although, in the perspective of this book, counsel- 
Ing is the primary function of a school guidance program, there are a 
number of noncounseling guidance procedures for which counselors 
must assume varying degrees of responsibility. The following list could 
be more detailed, but it encompasses the guidance activities for which 
Counselors logically could be expected to have some direct responsibil- 


ity, 


- Student appraisal procedures. 

Student class scheduling. 

Group guidance procedures. 

. Working with nonschool agencies. 

- Assisting staff members. 

* Student placement services. 

f Maintaining environmental information. 

- Local research and guidance development. 


Each of these aspects of school guidance has specific objectives as 
Well as the common objective of facilitating counseling. The purpose of 
this Chapter is to suggest how the various noncounseling aspects of 
Buidance may be perceived so as to facilitate this common objective. 

le Specific objectives and procedures of each of the moncounseling 
Büidance areas are not within the scope of this book. 

Noncounseling guidance procedures can facilitate both directly 

and indirectly the counselor's efforts to help students within counseling 
117 
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itself. One can expect effective work in these areas to have a direct influ- 
ence on counseling. It is also important to realize that effective work. in 
these areas can influence the attitudes and procedures of administrative 
and teaching personnel so as to facilitate counseling efforts indirectly. 
The discussion that follows is presented in terms of this classification, 
arbitrary as it may be in certain respects. This is done primarily to em- 
phasize that in secondary schools, at least, a factor important to success- 
ful counseling is the attitude of faculty members toward a guidance 
program. 


DIRECT FACILITATION OF COUNSELING 


The guidance procedures listed above can have several kinds of 
direct influence on students that are important to counseling. a 
procedures function as (1) orientation of students towards seco 
expectations regarding counseling procedures, (2) means by ium 
decisions evolving from counseling can be implemented, (3) sources © 
help in satisfying needs identified during counseling, (4) sources O 
information important for counselee self-understanding. f 

This idea will be developed through brief consideration of each O 
the guidance aspects listed according to the four kinds of influen se 

Table 2 summarizes the relationship discussed in the following 
paragraphs, and may help to clarify the discussion. In the table the 
single and double x’s indicate the degree of importance of the relation” 
ship. The following discussion is intended to provide a more definitive 
description of the nature of these relationships. 


Student Appraisal Procedures 


As used here, the term student appraisal procedures refers to all 
systematic attempts to identify individual differences among students- 
Appraisal procedures can be classified as group or individual, test or 
nontest, instructional or guidance, and so on, but functionally, all ap“ 
praisal data can be of direct assistance to counselees. 

Table 2 suggests that the greatest direct influence appraisal data 
can have on counseling is as sources of information in assisting students 
to gain accurate self-understanding. To this end, appraisal data shoul 
be available in terms which are meaningful to students, Essentially, this 
means that the counselor ought to be in a position to present appraisal 
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data in descriptive (narrative) and predictive terminology. For example, 
it is much more meaningful for a student to know that of students who 
have had grade point averages similar to his, and who attended the col- 
lege in which he anticipates enrolling, 45 percent make grade point 
averages of C or below, rather than to be told that the correlation be- 
tween high school G.P.A. and freshman grades in that college is ori 
Similarly, learning that he measures high in outdoor and mechanica 

interests provides much less potential for self-understanding than does 
knowing his measured interests are quite similar to those of people 19: 
certain occupations and quite unlike those of people in certain er 
occupations. To know the percentile equivalents of one's pimen 

Aptitude Test scores is not as meaningful to the student as to know i s 
various typical levels of performances achieved by those having similar 
Differential Aptitude Test performances. 

To the same end, appraisal data need to be of sufficient scope to 
facilitate the testing of numerous kinds of assertions by the student. n 
some instances, this does not mean that the student will have actua 
data, but rather, that the counselor needs information (such as an auto- 
biography) to guide him in asking questions which will help the stu- 
dent in his efforts toward self-understanding. 

In addition to having data pertinent to various areas of counselee 
concern, the counselor should secure appraisal information covering the 
various levels of student ability. For example, student rating scales com- 
pleted by teachers should not be limited to measurement of character 
istics important to college success. Just as important are teacher en 
of terminal students according to nonacademic variables related to jO 
success. Similarly, predictive data of standardized test results should be 
available for terminal as well as college preparatory students. A 

Student appraisal procedures can also have a direct influence in 
helping students meet needs identified during counseling. As counseling 
progresses and students begin to verbalize various assertions, they ffe 
quently request information about themselves so that assertions can be 
confirmed. As this happens, counselors may want to initiate additional 
appraisal, or more ideally, they may be able to draw upon data already 
collected in the school's appraisal program. While counselors cannot 
anticipate all of the various needs for self-information that counselees 
will identify, attention to insuring adequate scope in the appraisal pro- 
gram will pay off in counseling assistance to students. Somehow many 
school people have assumed that adequate use of test results means fe“ 
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porting or interpreting each score he has obtained to each student in 
school. Such an assumption neglects one of the main justifications for 
group appraisal procedures, that is, economy. The cost of giving and 
Scoring a single individual intelligence test to a high school sophomore, 
for example, is nearly as much as that of administering a group test to 
thir ty students. There are many important uses for both individual and 
8Toup tests. If one only considers, however, their function in helping 
Students obtain better self-understanding, then the economy criterion 
has been met if only five or six group scores are actually used. The point 
Was made earlier that test results should be used in counseling only 
When the student needs the information. Thus, systematically, or as it 
may be, compulsively interpreting all of a student's test results to him is 
rather misguided economy. By the same reasoning, having the informa- 
ton available in anticipation of individual needs that will arise makes 
00d sense economically. - 
R Finally, appraisal procedures can have direct influence on orient- 
108 students as to what they can reasonably expect in counseling. For 
many students, the activity of taking various kinds of tests and inven- 
tories, writing autobiographies, and completing sociometric devices 
vill suggest and redefine problems and questions in a context more 
closely akin to the counseling situation. By giving some particular 
thought to the incidental reaction of students to appraisal procedures, 
and by providing appropriate preparation for each procedure applied, 
€ counselor can help students focus on the total appraisal-counseling 
Process. In such preparation, the counselor is saying to students, “These 
are some of the kinds of things that you can discuss in counseling— 
these facts, as well as your feelings about the facts.” 


Student Class Scheduling 


From the point of view of many school administrators, counseling 
and scheduling are nearly synonymous terms. From the perspective of 
this book, scheduling, that is, the selection of a particular program of 
Courses for a semester or a year, is not counseling, but primarily a 
means by which students implement decisions that they have made 
during or after counseling. In larger schools, the actual scheduling can 

€ done by data processing machines to the benefit of school personnel 
and without any disadvantage to students. Scheduling is simply the 


mechanics of making certain kinds of decisions operative. This is not to 
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suggest that scheduling is unimportant to secondary school counseling. 
Indeed, the opposite is true. Without effective scheduling procedures, 
a good part of educational counseling becomes meaningless. What 
point is there in helping students make decisions, unless they can be- 
come operative? Similarly, is there any justification in helping students 
identify needs which can be satisfied within the course offerings of s 
school if scheduling procedures are so rigid as to seriously inhibit at- 
tempts at satisfaction? 

It is obvious to anyone who has taught in high school that sched- 
uling, by its very nature, cannot help but have a direct influence on 
counseling efforts. Thus, counselors have a responsibility to see that the 
influence will encourage, rather than inhibit, student decisions and the 
satisfaction of needs. In some schools, administrative policies and pro- 
cedures place definite limitations on the counselor's efforts in this area. 
In others, counselors have major administrative responsibilities. Some 
of these responsibilities are not our concern here. We are more inter- 
ested in those which nearly all counselors can accept. d 

Paramount among them is that the counselor understand sched- 
uling limitations himself, and then communicate these to his counselees 
as information which they need in order to make appropriate and reli- 
able program decisions. If, for example, a counselee's test scores D 
clude his taking a particular course, he needs to know this. This is 2 
fact of real importance, and incidentally, one which the counselor nce 
not be embarrassed to relate. Here, too, is an illustration of the differ- 
ence between scheduling as synonymous with counseling and schedul- 
ing as a means of implementing decisions. In the former situation, # 
fact is simply stated, and often defended, by the advisor. In the latter 
situation, the student has an Opportunity to discuss his feelings about 
the fact. He can explore its possible implications for his future, an 
how it relates to assertions making up his current self-understandings 

A second important responsibility that nearly all counselors 
can assume is that of defining for the student the extent of his respons 
bility in making his own educational plans. If, for example, the schoo! 
policy is such that the students’ programs are in large part determine 
by test data, and the counselor's task is one of selling or coercing; or 
just plain signing students up for the Courses, then it is important wi 
future counseling efforts that the student not be under the initial 
illusion that this is counseling. The Sophomore, for example, who has 
his first counseling experience in high school under the conditions just 
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described, will leave the interview with a perspective on counseling 
Which probably will not favorably influence his expectations of future 
Counseling. Under such circumstances, the course selection procedure 
Should be explained to students. Again, should the student want to dis- 
Cuss his feelings about what others have planned and selected for him, 
understanding that the counselor cannot revise the decision, then 
Counseling is certainly appropriate. 


Group Guidance 


The phrase group guidance includes such a variety of activities as 
to render it almost meaningless by itself. Many group procedures in 
Buidance are essentially applications of traditional classroom activities 
(eg, vocational study units and occupational and career lectures), 
While at the other extreme some group guidance procedures are essen- 
tially therapeutic efforts (e.g., multiple counseling and sociodrama). 

a limitation were to be placed on the definition of group guidance 
employed here, it would be that of excluding or placing less emphasis 
9n those procedures at the therapeutic end of the continuum. Such a 
limitation is defensible within the present secondary school context, 
at least in regard to the probable frequency with which the various 
B'Oup guidance procedures are used. > 

In Table 2, the two most important types of direct influence on 
Counseling ascribed to group guidance procedures are orientation of 
Students toward counseling and sources of help in satisfying needs iden- 
tified during counseling. Of the two, the former is probably more fre- 
quently recognized on an operational level by school counselors. 
Frequently, for example, back-to-school orientation days give specific 
Attention to the counseling services available to students, usually in 

€scriptive form. In one school a short "demonstration interview" 1s 
Presented for the new students as part of their orientation. Various 
“inds of counselor-sponsored group guidance meetings, such as Armed 
Orces Day and Career Day, end with the suggestion that students dis- 
Cuss what they have learned with their counselors. Classroom group 
Buidance procedures often give explicit and implied counseling orien- 
‘ation to students. Classroom guidance procedures also provide op- 
Portunities for helping students anticipate the kinds of help they might 
Obtain from counseling. 

The second kind of influence, that of a source of help in satisfying 
Needs identified during counseling, is probably given systematic atten- 
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tion less frequently. It has, however, as much or more potential value 
as the orientation influence of group procedures. At least two means of 
implementation are being used in schools. Counselors refer students to 
various existing group procedures as needs are identified. Also, the 
counselor can actually initiate group procedures according to the com- 
mon needs that he identifies among his counselees. An illustration of 
the first suggestion might be a student with particular questions about 
an occupational field, or perhaps a need to have some kind of identifi- 
cation with a professional person in a field. If a speaker is scheduled 
to appear at a special program, or at a class in which the student is not 
enrolled, the counselor can make the opportunity known to the scudent, 
and possibly even assist him in making arrangements to attend, if this 
should be a problem. 

The second suggestion is somewhat more difficult to implement; 
but is a part of some school guidance programs. For example, one 
junior high school counselor in a school with students of generally 
low socio-economic background, primarily from minority groups 
forms several clubs each school year. The clubs are varied in objectives 
and membership. One such club consisted of six high-ability, severely 
underachieving boys, another consisted of seven boys who from all 
available evidence were on the borderline of serious delinquent be- 
havior. A third group consisted of six boys, two each from the three 
racial groups represented in the school, all of whom had considerable 
leadership potential, but were unable to begin experiencing leadership 
responsibility. As potential members are identified in counseling, OP” 
portunity to join the groups is extended. Other kinds of group proce 
dures of a less therapeutic nature also can be initiated according to the 
needs identified in counseling, assuming adequate personnel are avail- 
able. Study groups for all levels of students, vocationa] clubs, and Spe 
cial lectures for students and parents are examples of these. while the 
counselor can anticipate many student needs, and cooperate with other 
faculty members in establishing group procedures to help meet these; 
other needs are common to only a few students at a given time. wid 
the implied motivation potential, perhaps activities initiated on this 
basis have the greatest value of all group procedures in guidance: 

The direct influence of group guidance procedures on counseling 
in terms of sources of information important for counselee self-undef 
standing has been treated, at least by implication and suggestion, 1° 
the several paragraphs above. To put the matter very briefly, one can 
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em 

Ys 'pl E li to help students achieve more accurate self- 
sources of en bé T there are more accurate, reliable, and objective 
ci group u information about one's environment than the typi- 
may serve ea S procedure, this frequently entails advantages. It 
may allow valor ai of personal identification with status figures, it 
Students at atization, Or help in other ways important to individual 

particular times. 


Working with Nonschool Agencies 
teda ey needs to be said here about the importance of the 
in Corr a o nonschool agencies on counseling has been discussed 
as referral are ssentially, these agencies can be perceived by counselors 
satisfy me ncies, offering a service or funds which will help students 
needed info; iom implement decisions, or in some instances, provide 
omer Pon Because of their particular objectives, facilities, 
available ed I agencies are often able to provide assistance not 
School's RT e school system, or at least to supplement the 
Sources can S to help students with special problems. Referral 
to the coun T the more typical students. Their greatest importance 
atypica] er or, however, is in the help they can offer to the relatively 
eon ents, whom, because he must attempt to serve all students, 
nselor frequently has to neglect. 


Working with Staff Members 


TI du aes ; 
here seem to be indications today of a movement to view coun- 


Selors pri 

s : : ios 
Primarily as guidance consultants to teachers and administrators, 
special competencies which are most 


with students. The fear of counseling 


TOM in certain quarters has been with us for some time, and will 
self is u to exist for many years to come. This question in it- 
Ow the c the concern of this section, but is pertinent to a discussion of 
tate his p can work with other faculty members so as to facili- 
Certain] ounseling efforts. The position taken here is that counselors 
ong bas ie and need to provide consultant services to teachers, as 
on ese services are provided in addition to, rather than in place 
Counselors 2; emphasis on counseling with students. Assuming then that 
eel an = view their main function as counseling, and that they also 
Undersea portant responsibility to help teachers and administrators to 
nd and assist students with problems, what are some ways in 


Tather 
effec than as personnel with 
Vely used in counseling 
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which they can provide the latter services so as to facilitate their coun- 
seling efforts? 

Table 2 emphasizes the direct importance of this noncounseling 
responsibility to counseling in showing a relationship between the area 
and all four categories of facilitation. Basic to the whole question, of 
course, are the attitudes of faculty members towards counselors and 
guidance activities of counselors. This topic will be discussed in a later 
section of this chapter. Referring to Table 2 again, however, in relation 
to the direct influence of the area on counseling, note that its two most 
important influences indicated are as means of implementing decisions 
made during counseling, and as sources of help in satisfying needs iden- 
tified during counseling. It has been stated earlier that one of the most 
frequent kinds of decisions students make in connection with coun- 
seling is that of selecting the courses that will best contribute to imple- 
menting educational and vocational decisions. Many times these are 
difficult decisions. They are seldom made without ambivalence, mis 
giving, and great uncertainty as to their appropriateness. While the 
counselor can be expected to have little influence on the content of a 
course and the methods a teacher employs, he can often cooperate with 
teachers in noncontent areas. For example, if motivation is a real prob- 
lem, cooperation between counselor and teacher may result in teacher 
efforts to motivate the student which are more appropriate to his parer 
ular needs and attitudes than would be possible without the cooperation 
of the counselor. Likewise, cooperation between teacher and counselor 
may help the teacher, and the counselor as well, to provide psycholog 
ically meaningful support to the student at particularly appropriate 
times. As a matter of fact, if the counselor is successful in his attempts 
to help the teacher with an understanding of several students, it is quis 
possible that actual changes in course content may be effected so 25 to 
help a student implement a particularly difficult and important dect 
sion. 

Working with teachers and faculty towards the end of providing 
sources of help for satisfying needs identified during counseling can £e- 
sult in other changes. As has been stated in almost every textbook ON 
teaching methods, teachers have greater opportunity than any other 
school personnel to work with children in a greater variety of way’ P 
Students identify, respect, fear, idolize, and emulate their teachers: 
They also seek advice from them, aim hostility at them, and react 10” 
ward them in a variety of other ways. When counselors identify vat * 
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ous needs among students, their working with teachers can help teach- 
ers understand these needs. Consequently, teachers may become more 
accepting of students than would otherwise be the case. Possibly teach- 
855 can provide opportunities for students to practice some of the in- 
Sights gained through counseling. 7 
As Table 2 also suggests, working with staff members can also 
ave a direct influence on counseling in terms of orienting students 
toward counseling, and as sources of information important for coun- 
selee self-understanding. The latter influence has been discussed above 
In another context, and has to do primarily with counselors’ helping 
teachers work in terms of individual needs of specific students. Orien- 
tation, in regard to working with teachers, has also been treated within 
the discussion of group guidance procedures, and need not be given 
More attention here. 


Student ‚Placement Services 
" The term student placement, as used here, refers to the part of a 
guidance program designed to help students make a satisfactory transi- 
tion from high school to whatever they decide to do after leaving 
school, Essentially, placement is usually made to one of three types of 
Situation: higher education, vocational education, or employment. The 
"esponsibility for the placement aspect of guidance is generally as- 
Sumed by all counselors in a school, but sometimes certain specific 
Placement duties are the responsibility of one counselor, and in some 
Arge districts special placement counselors, or even placement depart- 

Ments, assume this function. 

Table 2 suggests that the most important direct influence place- 
Ment has on counseling is as a means of implementing decisions stu- 
ents make during counseling. This is a rather obvious point, and need 
Rot be labored here. Several cautions, however, are pertinent. First, 
Counselors need to work consistently to insure that the placement 
Unction is oriented to the needs of students rather than to the needs of 
Colleges, Schools, and employers. These needs, of course, are not alto- 
Bether in Opposition, and, in fact, often are a function of each other. 
O9Wever, students should be protected from pressures and biases of 
recruitment if placement services are to be of maximum service to 
counseling with students. To achieve this, counselors must be aware of 
the nature and needs of various placement sources, and must have con- 
ence in the type of contacts that the personnel from these sources 


130 Counseling in Secondary Schools 


many times are not manifested in overt behavior changes uncontami- 
nated by other influences. 

On the other hand, the opportunities for faculty members to ob- 
serve the operation and results of noncounseling guidance proce- 
dures are many. Here there is not the confidentiality nor the private 
relationship of counseling, and teachers themselves are frequently 
involved in varying degrees in these procedures. Teachers can ask, 
“What have you got?" and “What do you do?" about noncounseling 
procedures with much more success than they can about counseling. 
They can easily see the tests and use the results, read placement reports, 
be part of a group guidance activity, or observe other procedures. 

What are some specific ways in which teachers” perceptions of 
noncounseling guidance procedure indirectly influence counseling? 
Perhaps discussion of four ways will suggest other ideas to the reader. 

A very obvious indirect influence is the evaluation of counselors 
and counseling that teachers and administrators communicate to stu- 
dents. The author and certainly many of his readers have heard teach- 
ers openly degrade various aspects of a school guidance program» 
including counseling, to students. There is little question that this influ- 
ences the student's expectation of what counseling has to offer. Many 
times, by demonstrating the worth of noncounseling procedures to 2 
teacher and then reinforcing his association of counseling with these 
procedures, a negative attitude can be tempered. If nothing else, the 
counselor should work towards raising enough doubt in the mind of 
the teacher of the validity of his evaluation of counseling as to result 
in his using greater discretion in influencing students. 

Many teachers feel that they have a responsibility to contribute 
to guidance and that they have definite contributions to make to 2 
guidance program. They are certainly justified in their desire to COP" 
tribute. Of particular pertinence here is the consideration that unless 
they are included in the guidance program and given a chance to con- 
tribute, they will probably resent and resist many of the counselors 
efforts. No indirect influence can affect counseling efforts with students 
more strongly than faculty members who are offering active resistance 
to the heart of the guidance program. Counselors who refuse to involve 
teachers desiring to take part in aspects of a guidance program won 
probably benefit from a little counseling themselves. Obviously, the 
involvement of faculty members very often demands considerable 
skill and patience, but the dividends to counseling alone represent 2 
excellent return. 


Contributions of Noncounseling Procedures 131 


A third indirect influence that teachers’ perceptions of a guid- 
ance program can have on counseling lies in the student referrals made 
to counselors. Teachers who view counseling as a progressive education 
term for discipline generally place limitations on counseling simply by 
the method, or lack of method, by which they refer a student. Too often 
students are told, “One more stunt like that and I'll march you right 
down to the counselor.” Similarly, counselors hear such statements 
from teachers as "I'm fed up to the ears with him—you take him dur- 
ing my class today and if you can straighten him out, Tl take him back 
tomorrow; otherwise, don’t send him back to my class.” To put it 
mildly, students can be exasperating at times, and very likely can bene- 
fit temporarily from disciplinary methods. However, teachers are likely 
to make more appropriate referrals if they understand some aspects 
of the guidance program which they can associate with counseling. At 
least, there will be a greater probability of their taking time to talk 
with a counselor about a student before the “last straw” has been laid 
On the pile. 

Finally, it may be helpful to suggest some things the counselor 
can do for teachers to facilitate their perceptions of guidance and thus 
indirectly influence counseling. There are innumerable kinds of assist- 
ance, and the following three examples are not necessarily the most 
basic, They illustrate one important consideration, however, in that 
each is a relatively tangible kind o£ help, of which immediate use can 
be made. Particularly in the initial stages of a guidance program, it Is 
important to demonstrate simply and directly that guidance services are 
helpful, 

E Normative data about s 

ols. However, due to busy schedules, 
Of awareness of their potential value to 
Organize and use them to achieve more C 
Of their classes. Without taking up à prohibitive amount of time, coun- 
Selors can organize such data in ways meaningful and helpful to 
teachers. Socio-economic normative data for a class are often instruc- 


tive to teachers, Parents’ education levels, family size, parents’ occupa- 
“ons, and so on can give a teacher a new perspective of a class and 
Provide a basis for developing new methods and content for accom- 
Plishing teaching objectives. c. 

, Recently, there has been a perceptible interest in giving some at- 
tention to vocational guidance in subject-matter classes. Teachers are 
Boing beyond the teaching of mathematics, chemistry, and government 


tudents are available in some form in most 
lack of skills, or even lack 
instruction, teachers fail to 


omprehensive understanding 
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to a consideration of the vocations of mathematician, chemist, and 
public administrator. Because of their professional preparation, coun- 
selors are in an excellent position to suggest and provide appropriate 
vocational materials to teachers interested in vocational guidance ac- 
tivities. . — 

Helping teachers with placement of terminal students is a t| ES 
means of promoting teacher understanding of guidance. Most counse 
lors attempt to become and remain familiar with the entry job situation 
in their geographical area, and thus, whether they have assigned place- 
ment responsibility or not, should be able to offer valuable information 
and assistance in employer contacts to teachers in the business, oec) 
tional, and agricultural fields. Teachers often need and appreciate ie 
of this kind. There is little question that their representation of guid- 
ance to students will be favorably influenced by such help. 


SUMMARY 


This chapter has discussed ways in which noncounseling guidance 
procedures can contribute to counseling effectiveness. The suggestion 
has been made that these procedures have a direct influence on coun- 
seling, and, through affecting staff members' perceptions of a guidance 
program, an indirect influence on counseling. 
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CHAPTER 8 


Counseling Research and Development 


S 


As he reads the research literature itself or the various research 

summaries, the student of counseling cannot help but perceive that the 
current state of affairs in counseling research is discouraging. There is 
relatively little research evidence upon which counseling procedures 
can be based. There are studies concerned with counseling directly, 
and many more which have implications for counseling. In view, how- 
ever, of the current and rapidly increasing number of practicing coun- 
selors, the field is in dire need of more knowledge about the results of 
counseling. : 
Among the various areas of the subject, that counseling which 
place within the context of secondary education probably has 
received the least research attention of any. This observation is €s- 
pecially appalling if one can accept the idea discussed earlier that coun- 
seling in secondary schools is significantly different from counseling 1n 
other situations in several important variables. 

This chapter is not concerned with summarizing counseling © 
seatch, a task that has been done admirably by various writers. The 
references following this chapter include literature surveys and sum- 
maries which can Provide the reader with a more than basic conception 
of what has gone on to date. The primary objective here is to encourag® 
school counselors to engage in systematic research and development 
activities. Admittedly, one must bring more to reasearch than the mere 
desire to do it. He must also have certain research skills and competen” 
cies. It is evident, however, that although some systematic attention 
in counselor preparation programs is given to research methods an 
the understanding of research reports, relatively little attention is give? 
to the important role that school counselors themselves need to play iP 

134 


takes 


Counseling Research and Development 135 


counseling research. After all, where does one find high school coun- 
seling, but in high schools? It makes little sense to depend on university 
personnel to take all of the research responsibilities in the field of coun- 
seling. If our school counseling procedures are to be based on research 
evidence, as well as good ideas, then inevitably, school counselors must 
take their part. In this chapter the aim of encouraging school counse- 
lors to engage in systematic research and development activities will be 
Served through specific attention to counseling criteria, general meth- 
odology, and illustrations of suggested school counseling research ac- 
tivities, 


COUNSELING CRITERIA 


School counselors who are serious about their profession gener- 


ally accept the idea that more needs to be known about counseling. 
Many do not see themselves as researchers, nor feel that research is one 


of their primary interests, but most genuinely desire to know the results 


Of their efforts and are anxious to make themselves more effective as 
h being done by school 


counselors. Why, then, is not more researc’ 
counselors? The author has put this question to many school counse- 
lors. Most of the responses can be covered by the following three gen- 


eralizations: 


1. I don't have time to carry on research. What with my other responst- 


bilities, I never seem to complete my counseling and other assigned 
guidance duties, let alone doing a study. 

2. Administrative policy makes it difficult for me to conduct research. 
My administrators don't want students used as guinea pigs. They 
Say school board members would ask, "If you don't know that 
counseling works, why ate we paying for it?” 4 

3. I don't feel that I have the necessary research skills to do serious 


experimental work. 


_ Implicit in each generalization is a somewhat stereotyped defini- 
tion of research: one which probably stems from experiments in physi- 
Cal science, This stereotype is one of the factors that have done most to 
inhibit counseling research in secondary schools. This is not the appro- 
Priate place for a discourse on the philosophy of research in social 
Sciences. It can be stated, however, and illustrated during the remainder 


of the chapter, that studies in counseling must be based on a rela- 
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tively broad definition of research. Hence the inclusion of the term 
development in the chapter title. Research is not an esoteric concern 
of the laboratories of universities and industry. It is any honest and 
systematic attempt to find out more about what we know less about— 
a category that would seem to include just about everything. It is an 
honest attempt in that it is a search for knowledge, rather than a proof 
of foregone conclusions, and implies recognition of the limitations 
and qualifications Surrounding whatever is discovered. It is systematic 
in that it requires a statement of what we are about before we begin 
(our objectives) and an attempt to identify, measure, and record 
everything within the realm of practical possibility that is pertinent to 
Whatever is being studied. 

The reader, recalling that this subsection is entitled Counseling 
Criteria, may be wondering what all of this has to do with criteria. 
The crux of the whole school counseling research problem is cri- 
teria. The selection of counseling criteria for research is often limited 
by a somewhat stereotyped conception of research. Ideally, we would 
like to employ research controls similar to those of the physical sci- 
ences. However, strict adherence to such procedures necessitates ignor- 
ing many important counseling questions, Perhaps if more attention 
were given to studying Counseling as it is practiced, by whatever proce- 
dures are available, more pertinent and specific questions open to rig- 
orous investigation would emerge, 

_ The criteria used in counseling research should conform to the 
objectives of counseling. Only when this is true can more effective 
counseling be developed. Most counselors would find it very difficult 
to examine their efforts in terms of the ultimate objectives of counsel- 
ing, but Certainly meaningful immediate and intermediate objectives 
of counseling can be kept in mind in research carried on in schools, 
without encountering many serious methodological or administrative 
problems, 

A further word on development may be helpful. Development 
can be the improvement of the competencies and procedures of an in- 
dividual, a local staff, or other Organizations up to and including the 
total professional group. Research at the local level is probably most 
meaningful when designed as a basis for individual and staff develop- 
lems encountered by an individual counselor or 
selors are relatively peculiar to a local situation- 


Placing major emphasis on the solution of local problems is certainly 
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justified. At the same time, it is important to remember that few, if any. 
problems are totally specific. In other words, honest and systematic 
attempts to solve local problems often have important implications 
for workers in other schools and for the profession in general. So- 
called "local research" has come into disfavor in some quarters, not 
because of any inherent unworthiness, but rather because of the jac of 
care with which it has frequently been completed. 

l Let us finish this section with three basic considerations designed 
to aid in the selection of appropriate counseling criteria. First, the cri- 
teria or objectives should be stated operationally. That is, objectives 
should be defined in terms of operations which can be observed and 
measured. For example, a traditional objective of counseling is that of 
ototing good individual student adjustment or mental hygiene. 
= a a reasonable and relatively nonambiguous objective. For 
a pl e M it probably is, since nearly all of us would admit 

ntuitive common understanding of good adjustment or good 

mental health. However, when the counselor decides to study the 
dope to which certain of his counselees are achieving this objective, 
e must inevitably ask himself, "What do I mean by good mental 
health—how do I measure it?" It is at this point that nonoperational 
definitions of objectives become useless. Good mental health defined 
1n generalities, as that he has a pleasant personality, he gets along well 
iren others, people like him, and he stays out of trouble, remains am- 
ipa These generalities are of little value until they are defined in 
tms of some observable and measurable operation. That is, pleasant 
Personality needs to be defined in terms of changes on personality 
scored reactions of teachers or peers, or similar 
le seem to like him needs to be 
rating scales, and the like; 
ts with 


measuring instruments, 
indications, The statement that peop 
Clarified according to sociometric devices, 
that he stays out of trouble, in terms of frequencies of contac 
certain kinds of authority personnel. 
mae definitions are somewhat arbitrary. After carefully 
which i the implications of an objective, and the many ways in 
x: vis can be manifested, and after examining the instruments an 

m edures available for measuring it, one must finally decide upon 

€ element, or a combination of several, as defining the objective. 
da Pad certainly be an awareness of the limitations of the opera- 
seli efinition employed, but it is unrealistic to refuse to study coun- 

Ing because perfect operational definitions are not available. In the 
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complex processes of counseling, the choice is not between perfect and 
imperfect definitions of criteria, but rather between the imperfect and 
the less imperfect. Take for example, a case in which a staff is system- 
atically counseling with underachievers, defined as those of high abil- 
ity and low achievement, and has as one of its objectives more appro- 
priate achievement by these students. Several operational definitions 
of achievement can be used, e.g., grade point average, grades in selected 
courses, standardized achievement test results, and teachers” observa- 
tions. Standardized test results are, perhaps, the least contaminated 
measure, but by that very fact may not include variables, such as 
classroom conformity, which may be extremely important for future 
achievement in college. Grade point average may be too general, 
while selected course grades may exclude certain negative changes in 
achievement. Further, none of these would be fair to the student who 
transferred to a more difficult course of study on the basis of counseling, 
and thus encountered more challenging competition. However, as long 
as an awareness of these and other limitations is maintained, one is 
justified in selecting the operational definition which best serves the 
particular circumstances involved. 

Second, the operational definition should be defined so as to be 
consistent with the practical limitations of the particular school situa- 
tion, including administrative policy and attitudes towards research 
and development, financial resources available, flexibility of schedules, 
and competencies of local counseling personnel. For example, sup- 
pose three counselors in a school want to study the influence of coun- 
seling with students evidencing serious self-acceptance problems on 
parental attitudes. One counselor believes that behavior changes in the 
students would threaten the parents to the extent of disrupting exist- 
ing home situations, and thus negate any positive influence of the 
counseling on the students. In the process of selecting an operational 
definition of counseling, they decide that the criterion measure should 
ideally involve direct contacts with parents, such as interviews or the 
administration of an attitude questionnaire. As most readers will rec- 
ognize, many school systems would simply not tolerate such a project, 
regardless of how carefully and tactfully it might be conducted. If our 
three counselors discovered such to be the reaction of their adminis- 
trators, they would probably need to modify their definition of parental 
attitudes in terms of these limitations. Whether or not such modifica- 
tions could be accomplished without destroying the meaningfulness 
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of the resulting operational definition would of course be a decision 
they would have to make. They might abandon their project and turn 
to something which could be satisfactorily accomplished within the 
Policies and attitudes of their school system. 

, Finally, it must be stated that operational definitions of counseling 
criteria used in the research of school counselors should have practical 
Significance. Traditionally, researchers in counseling and psychotherapy 
have tended to look with some contempt, or at least patronizingly, upon 
the use of practical behavior changes as criteria. For example, a boy 
Who had been a source of terror to teachers because of disturbing 
classroom behavior had several sessions with a counselor and modified 
his overt behavior so as to become more acceptable to teachers and 
Students. One observer dismissed the changes as insignificant because 
the boy's former behavior was simply repressed, or inhibited, as a re- 
sult of counseling. A group of terminal students experienced systematic 
Counseling and had a higher mean income for their first two years of 
Employment after leaving school than a similar group of students not 

aving counseling. Amount of income, however, was criticized as 
only a superficial measure of vocational success. À group of college- 

ound seniors experiencing counseling evidenced less anxiety over not 
having made specific vocational choices by the time of high school 
Braduation than a similar group not having counseling, but anxiety 
level was rejected by critics as an adequate criterion of counseling. 

Obviously, all of these criteria are somewhat arbitrary. However, 
each is operational in that one can state how they will be measured, 
and practical in that each represents actual student behavior or out- 
Comes of behavior which can be classified as defined objectives of coun- 
seling. Regardless of the theoretical constructs used to explain the 
diminishing of antisocial behavior in the first example, the actual 
change was beneficial to the boy. Amount of income, in spite of its 
Many limitations as a measure of success, is certainly meaningful 
within our culture as a practical indication of one’s ability to make 


effective decisions. Similarly, in the light of many considerations, it 
is unrealistic for many College students to worry over not having made 
by the time they graduate from high school. 


specific vocational choices > : È : 
Possibly, out of counseling research employing practical behavior cri- 
> 


teria will come more information, not only for developing counseling 

Procedures, but for developing more adequate theoretical bases from 
2 

which other research may Stem. 
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Among the major stumbling blocks encountered by school coun- 
selors in their research efforts are often problems in the area of design 
and methodology. The complexity of variables that enter into almost 
any counseling research problem make it difficult to design studies 
with which the worker can feel comfortable. Adding further frustration 
is the relatively low level of operational facility regarding statistical 
procedures, machine data processing technique, and the like, that 15 
typical of most high school counselors. While these are very real prob- 
lems, they are not insurmountable, and need not prevent counselors 
from engaging in meaningful research and development. The follow- 
ing comments are offered as suggestions for overcoming these diffi- 
culties. z 

There are two general and rather obvious means of avoiding 
methodological frustrations in local research. Quite simply stated, 
these are (1) keep it simple, and (2) obtain competent exem 
Keeping it simple suggests that one attack very specific and practica 
problems of counseling. Problems of design usually vary with the 
scope of the study. Thus, rather than attempting to determine the 
effects of counseling in general, it is more sensible to study the extent 
to which specific objectives of counseling are being achieved in a paruc 
ular school. The first and perhaps most difficult task in conducting a 
local study is developing a clear statement of the problem to be studied. 
Once this has been accomplished in terms of practical operational crt 
teria (as discussed above), the hard part is finished and one has some 
assurance that the actual study can be accomplished without major 
setbacks. : 

Incidentally, this suggests a common weakness in local counseling 
evaluations. The shotgun approach, that is, taking a broad look without 
having anything very specific to look for, and hoping that something 
will be discovered, demands a great deal more skill, perceptive abil- 
ity, and experience than does a more structured approach. Also, one 
should not confuse research with evaluation, Evaluation involves the 
concepts of good and bad, adequate and inadequate. These concepts 
must always involve the making of personnel judgments about cef- 
tain observations. It seems only reasonable to insist that evaluation 
should be based on objective measurement. For example, the determt- 
nation that 25 percent more counseled students than students not cou” 
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e up to expectation is simply a fact. There is nothing in- 
ase ij good or bad about the fact itself. To say that the fact is good, 
aluate it in terms of some arbitrary set of values. 
The second aid in methodology of local research projects, com- 
Hie ra win can be obtained from textbooks, colleagues, local 
er Ors, state department consultants, industrial personnel, and uni- 
M ity and college research personnel, to name the major sources. 
ost of these sources are obvious, and deserve little more than brief 
mention here, Talking a problem over with a fellow faculty member, 
Perhaps one who has specific research skills, can be very helpful, both 
In clarifying one's thoughts and in obtaining needed information. The 
independent use of textbooks on design and statistical procedures has 
obvious limitations, but nevertheless offers real potential for assistance. 
se and more, local and state supervisory positions are being filled 
buda who have research preparation and interest, and thus offer 
een, y valuable sources of assistance. The very responsibilities 
'ed in such positions, however, impose limitations on the extent 
to which most of these people can become involved in local research. 
The two remaining sources of assistance deserve added attention. 
Cooperation between schools and industry has existed to some ex- 
tent for many years. Recently, however, industrial firms and school 
Systems in communities throughout the country have made concen- 
trated and varied efforts to cooperate toward achieving mutual objec- 
tives. Add to this development the expansion of social science research 
in industry and it is not difficult to perceive the potential research assist- 
ance available to school counselors. In California, for example, the 
author and several of his colleagues have found many industries anx- 
ious to make their own research personnel available to consult with 
school people struggling with local research problems. Besides its in- 
terest in maintaining good public relations, the management has a sin- 
cere desire to be of assistance in discovering more effective ways of 
helping young people develop. Counselors should not feel hesitant 
about seeking competent assistance from industry when it is available. 


Considering the research functions of colleges and universities, 


the research responsibilities of many professors in the field of guid- 
ance and counseling who have limited access to high school students, 
and finally, the research orientation to university professors that grad- 
uate study brings to many counselors, it is difficult to understand why 


university personnel and school counselors have not engaged in more 
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cooperative research than is apparent. University personnel are per- 
haps the single most valuable source of research assistance to school 
counselors. In working with them, counselors have something to offer 
in return for methodological assistance, namely, a research laboratory 
full of almost every variety of student known. There are some indica- 
tions that greater cooperation is now taking place. Again in California, 
for example, the 1958 National Defense Education Act promoted the 
school consultant business to new heights. In addition to making in- 
numerable school surveys, many college people provided valuable as- 
sistance in helping counselors initiate meaningful local research proJ- 
ects. Some university people have also been able to stimulate research 
interest among school faculties, counseling staffs, and other school 
groups. It is reasonable to assume that similar things are happening 
throughout the country. There is no need, however, to assign the int- 
tial responsibility to the university people. Rather, school counselors 
who are faced with counseling problems every day need to define these 
problems clearly and communicate with university research peop de 
regarding their study. Besides attending classes, there are several € 
lent means of initiating such contacts. Local and regional professiona 
organizations, such as the American Personnel and Guidance Associa- 
tion and its various divisions, hold conferences attended by both uni- 
versity and school guidance people, which offer both formal and in- 
formal opportunities to discuss research problems. 1 

If we are to increase our knowledge significantly about schoo 
counseling within the coming few years, high school counselors must 
assume greater responsibility for initiating research. 


SUGGESTED LOCAL RESEARCH PROJECTS 


This final section of Chapter 8 consists of several brief descrip" 
tions of illustrative counseling research projects which counselors 
might carry out “on the job.” The projects are not very complex and 
all involve activities typically engaged in by most secondary school 
counselors. The descriptions are not intended to be fully developed re- 
search proposals. In each example, the problem is stated, the criterion 15 
defined, and a general procedure is suggested. A worthwhile activity for 
the reader might be to list alternative criteria and outline in some detail 
procedural and analytical possibilities for one or more examples. 
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Problem: What effect can counseling have on students who evi- 

dence high potential for dropping out of high school? 
b Although in certain instances, students who withdraw from school 
Foi graduation probably benefit from their action, the majority of 
drop-outs in most secondary schools would benefit more from persist- 
Cu school. Counseling is frequently suggested as a means of helping 
ents persist in school. It is important that the assumption be tested. 
_ Criterion: The criterion is the number of counseled students re- 
Maining in school. 

Procedure: This study would be designed to cover at least one 
School year. First-year students would be surveyed to determine 
Which ones did not intend to finish school. To a list of such students 
would be added the names of those whose failing grades made early 
Al seem probable, and the names of those whose discipline 

ecords suggested early withdrawal, both voluntary and involuntary. 

From this list, counselors would eliminate the names of students 
for whom the school had no appropriate program of instruction. Low 
measured intelligence alone, of course, would not be sufficient reason 
for excluding a student from the list, since a school might have an ex- 
tensive and well-developed program for such students. 

Students remaining on the list would then be put i 
groups on a random basis. The treatment for each of the three groups 


might be as follows: 


in one of three 


Group I. Each student would be given opportunities for counseling 
On a systematic basis. That is, even when a student declined the 
initial invitation, the counselor would contact him again and extend 
further opportunities. In addition to counseling with students in this 


Broup, counselors would make every effort to provide assistance 
s as needed. All of this would be in 


from various referral source 
addition to the treatment normally extended to potential drop-outs. 
Group II. Students in this group would be given no special treatment 


other than that normally provided students evidencing high drop- 
out potential. If, for example, such students were normally referred 
to deans, given disciplinary treatment, assigned detention time, or 
the like, then Group I students would receive the same treatment. 

Group III. This would constitute a control group and would be offered 
neither the typical nor the special counseling treatment. 
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At the end of the year, the drop-out frequencies among the three groups 
would be compared. In addition, various measures of adjustment and 
achievement might also be compared, assuming, of course, that before 
and after measures had been made. Analyses ranging from simple 
percentage comparisons to sophisticated statistical procedures could be 
employed, depending upon the skills of the counselors and the help 
available to them. The results would help to determine the effect of 
counseling on persistence in school, and, depending upon the extent of 
analysis, could suggest more definite questions for investigation. Fol- 
low-ups could be made to determine the stability of persistence. 


Problem: What influence does counseling have on high-ability 
underachievers? 

Criterion: Decrease in discrepancy between expected and obtained 
achievement, using standardized measures of both, e.g., Henman-Nel- 
son Test of Mental Ability and Iowa Tests of Educational Development 
composite score. 

Procedure: Starting with the assumption that the inadequate 
achievement of many high-ability underachievers is due to personal 
problems, this study would attempt to identify the problems and help 
the students solve them, and would then observe changes, if any, in 
achievement. 

The school would first define underachieving and then develop à 
list of all so defined high-ability underachievers. For example, all stu- 
dents scoring at or above the 85 percentile on the Henman-Nelson, 
and scoring a given number of standard score points below their 
Henman-Nelson percentile on the ITED, might be so defined. Obvi- 
ously, this would be an extremely gross measure of underachievement. 
More definitive expectancy scores could be developed. 

Depending upon the number of students listed, and the available 
counseling time, either all students listed, or a random sample of them, 
would be selected as the final sample. The students would then be 
assigned at random to a counseled and a noncounseled group. The 
counseled group would be given systematic opportunities for counsel- 
ing; the noncounseled group would nor. At the end of the school yeat: 
discrepancies between expected and obtained achievement for the 
groups, at the beginning and end of the study, would be compared. 
More definitive comparisons could also be made, e.g., by sex, kinds of 
personal problems, level of educational aspiration, or extent of EX 
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trinsic motivation, depending upon the research resources available. In 
addition, students in the two groups could be followed up at regular 
intervals in order to determine the stability of changes and any differ- 
ences not evident on a short-term basis. 


Problem: What influence can counseling have on students whose 
nonacceptable classroom behavior (to teachers) could cause them to 
A ettet as "trouble makers," "show-offs," "smart alecks," or the 

Certainly, the terms given are stereotype 
by teachers represent a multitude of persona 
However, because they interfere with good classroom management, 
their nonacceptable social behavior prevents them from making full 
use of educational opportunities. Regardless of the causes and cores of 
> manifested behavior, it is generally beneficial for them to mod- 

y it. For purposes of school morale, if for no other reason, in most 
Schools such students must be given disciplinary treatment. 

Criterion: Teacher ratings of student social behavior in classes. 

Procedure: At the completion of approximately six weeks of 
School, teachers would be asked to submit the names of students having 
difficulty adjusting to classroom procedures. Teachers would then be 
Biven instruction in filling out rating scales, and would then be asked 
to complete either an original or commercially available rating scale 
fnr the students they had named. Teachers would also be asked to 
ay a brief description of their perceptions of each student's prob- 
m, and provide examples of how they were manifested. 


The students then would be divided at random into a counseled 
and noncounseled group; the former would be offered systematic 
At the end of the school year, 


nies. and the latter would not. he ¢ a 
eacher would be asked to repeat the initial appraisal procedures 
or both groups, and a comparison of before and after ratings and ob- 
Servations would be made. If more measures were taken, more exten- 


Sive analyses would be possible. 


s. Students so classified 
] and social problems. 


Problem: What influence can counseling have on self-acceptance 


aS reflected in educational plans? 
ng of the goals of counseling is to h 
us characteristics. A counseling staff ca 
termine the extent to which it is achieving 


elp students accept their 
n and should attempt to 
this goal. As pointed out 
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in an earlier chapter, students can understand without accepting. One 
indication of acceptance is the degree to which information about one- 
self is reflected in observable behavior. . 

Criterion: Changes from inappropriate to more appropriate edu- 
cational choices as judged by counselors. 

Procedure: A group of students would be allowed to make edu- 
cational plans for high school without counseling and with minimum 
assistance from teachers. Plans would be made from printed course 
descriptions, on the basis of the self-concepts each student maintained. 
The counseling staff would then examine the stated educational plans 
of each student in the light of student aptitude and achievement ap- 
praisal data, and, using some agreed-upon criteria, would list pep 
who made seriously inappropriate choices. Two groups would then be 
formed on a random basis: a counseled and a noncounseled group. 
Students in the former group would then be offered systematic coun- 
seling, and those in the latter would nor. During counseling, students 
would be given appraisal information and, of course, encouraged to 
discuss the meaning and implications of the data. Students would - 
be asked to revise their plans at the time counseling was terminated. 
Some time after termination of counseling, perhaps eight or nine weeks 
later, both the counseled and noncounseled students would be asked 
to restate their educational plans, using the same materials as before 
the counseling. Counselors would examine the new plans and cn 
pare the changes, if any, between the two groups. The analysis coul: 
be extended easily so as to examine differences in changes between 
those originally choosing too ambitious a program as opposed to those 
choosing a program below their potential. The results would be one 
indication of the extent to which counseling helped the students accept 
information about themselves. 


Problem: Is educational counseling with junior high school ng 
dents who are planning their high school programs more effective when 
done by junior high or senior high counselors? ith 

Both methods suggested are employed and both are defended wi 
equal enthusiasm. The question involves several variables, two impor- 
tant ones being the counseling competencies of the two groups E 
counselors involved and the particular complexities of a given schoo 
system. If it can be assumed that no important differences in counseling 
compctencies exist between junior and senior high school counseling 
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staffs, then the issue might profitably be investigated by a school system. 

Criterion: Changes in programs after school begins. 

Procedure: The procedure would be relatively simple. Ninth- 
grade students (or eighth-graders, as the case may be) would be di- 
vided into two groups on a random basis. Using the same materials, 
junior high counselors would counsel with students in one group and 
senior high counselors would counsel with those in the other. After 
school started, the frequencies of requests for course changes in the two 
groups would be compared. Frequency of the various reasons given 
for changes could also be compared for the two groups (e.g misunder- 
standing of course content, misunderstanding of majors, parental opin- 
ion, or pressure, desire to be in a home room with former classmates, 
or desire to have lunch period with a friend). 

Difference in favor of the high school counselor might suggest 
their doing all of the counseling, thus freeing the junior high coun- 
selor for other counseling problems. It might also suggest means by 
which the junior high counselor could better prepare for this particular 
task. On the other hand, the opposite result might suggest that the 
difficulties senior high counselors encounter in establishing rapport 
with the ninth-grader are such that they are relatively ineffective in 


achieving this particular task. 
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